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ScHooL IMPROVEMENT ‘RESEARCH SERIES

pmmm  Topical Synthesis #8 I ——

Community-Based Learning:
A Foundation for Meaningful
Educational Reform

Thomas R. Owens
Changhua Wang

“Research You Can Use”

In my community experience, I went
from learning what something is, to
applying it to real life. 1learned why I
need to know thethings that I learned
in math class. I hada chance to work
with some neat people who let me try
out things for myself. The mentor
really seemed to care about me as a
person, and I had fun.—A Student

Introduction

Many of today’s leaders in education, business,
and community development are coming to
realize, even more than in the past, that
schools alone cannot prepare our youth for
productive adulthood. These leaders are ready
to try new approaches that link learning
activities in classrooms with a full range of
learning experiences available in our commu-
nities.

Perhaps more important than the views of
adults are the views of young people about
themselves and their schools. Students often
complain that their classes are irrelevant, not
related to what occurs outside of the class-
room, and lacking opportunities for hands-on
applications. They feel they are treated as
children instead of being given adult responsi-

bilities. They feel cut off from meaningful
relationships with caring adults. Asaresult,
they are often unmotivated to study and view
education as something imposed by adults
rather than an exciting opportunity for them
to develop their skills and contribute to others.
In short, there is a growing consensus that
change is needed in education, not only in
reforming what is taught but also in how and
where it is taught. °

This topical synthesis summarizes what we
have learned over the past 20 years about
various community-based learning programs
and describes how community-based learning
can serve as an important contribution to
educational reform in the future. The paper
first defines what we mean by community-
based learning and discusses it as a philoso-
phy, program, set of strategies, and expected
outcomes. Next, we describe the advantages
of having multiple outcomes for community-
based learning that include a youth develop-
ment perspective. We review the barriers that
have faced this form of learning. The research
regarding community-based learningis dis-
cussed, followed by its contribution to educa-
tional reform. Finally, we state some conclu-
sions and recommendations for future direc-
tions. Following the text we cite key refer-
ences and general references.

U Northwest Regional Educational Laboratory
R 101 S.W. Main Street, Suite 500
Portland, Oregon 97204
Telephone (503) 275-95600

School, Community and Professional
Development Program |




What is Community-
Based Learning?

This synthesis uses the term community-based
learning as abroad framework that includes
service-learning, experiential learning, School-
to-Work, youth apprenticeship, lifelong learn-
ing and other types. A problem with these
individual appreaches is that each focuses on

. only a portion of the learning outcomes that

can potentially be achieved through commu-
nity-based learning. For example, service-
learning concentrate: on learning emerging
from service provided to meet important
needs—such as cleaning up our rivers—ina
particular community, while School-to-Work
generally focuses only on preparing youth for
employment. )

We define community-based learning as the
broad set of teaching/learning strategies that
enable youth and adulis to learn what they
want to learn from any segment of the com-
munity. Our definition provides for learners of
all ages to identify what they wish to learn and
opens up an unlimited set of resources to
support them. By community, we are includ-
ing the schools, formal and informal institu-
tions in one’s neighborhood, and the entire
world through such resources as the Internet.

Principles of community-based learning relate
to the changing nature of society, the learner,
the learning processes, and sources for learn-
ing. These principles have been articulated
and refined over a five-year period by partici-
pants in a summer seminar organized by the
Northwest Regional Educational Laboratory
and focused on future directions in work-
relevant education. This group, in preparing A
Model for Restructuring Education for the 21st
Century (Owens 1994), identified several
critical assumptions that can serveas a
foundation for community-based learning:

¢ Education must be viewed as a continuum
from preschool through lifelong education
for adults.

¢ Learning is what we do for ourcelves. It
therefore requires the full involvement of
the learner as well as the teacher/mentor.

¢ Jobs in the future will require not only
more education, but a different type of
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education that includes critical thinking,
teamwork, and the ability to apply knowl-
edge.

¢  Adults need to be involved in community
affairs and to balance work, family and
community responsibilities.

¢ Problems affecting learners today are
much broader than schools alone can
solve. Involvement of the family, busi-
ness, labor, the community, and other
agencies is essential. :

¢ Resistance by some teachers, schools, and
communities to the changes implied by the
above assumptions is to be expected.
Helping these groups to see the need for
change and to feel empowered to guide
these changes is an important challenge
facing the new leadership in education.
Without this vision, supported by adequate
resources and staff development, these
changes are unlikely to occur.

Examples of Community-
Based Learning Programs

Many programs have been funded and devel-
oped that involve important elements of
community-based learning. A few of them are
described here briefly, and their contributions
to the learning process are discussed in the
next section. Service-learning, Experience-
Based Career Education, Cooperative Educa-
tion, Tech Prep, School-to-Work, and Youth
Apprenticeship are some of the more common
ones.

SERVICE-LEARNING

The National and Community Service Act of
1990 (amended in 1993) defined service-
learning as a method of teaching and learning:
1) by which young people learn and develop
through active participation in thoughtfully
organized service experiences that meet
community needs and that are coordinated
with the school and community; 2) that is
integrated into the academic curriculum or

* provides structured time for a young person to

think, talk, or write about what he/she did and
saw during the service activity; 3) that pro-
vides young people with opportunities to use
newly acquired academic skills and knowledge
in real-life situations in their own communi-

TOPICAL SYNTHESIS #8
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ties; and 4) that enhances what is taught in
the school by extending student learning
beyond the classroom and into the community
and helps to foster the development of a sense
of caring for others (Alliance for Service-
Learning in Education Reform 1993, p. 971).

In a more abbreviated form, service-learning
has been defined by the National Service-
Learning Cooperative as “a teaching/learning
method that connects meaningful community
service experiences with academic learning,
personal growth, and civic responsibility”
(Poulsen 1994, p. 4). The National and Com-
munity Service Trust Act was signed in 1994
to create opportunities for young people to
become personally involved in improving their
communities while pursuing their personal
and social development. As stated in the
recent Youth Preparation for Employment
policy reference document (Council of Chief
State School Officers 1994, p. 23),

Service represents a point of interface
between school-, community- and
work-site learning and can be used at
almost any point in the youth develop-
ment continuum, kindergarten
through post high school. Service-
learning represents an opportunity for
schools and postsecondary institutions
to work with employers and young
people o provide meaningful opportu-
nities for community service combined
with the academic and technical skills
that employers require. For children,
it offers exposure to the world of work
and community and provides a context
for building academic and work readi-
ness skills. For youth, it offers valu-
able explorations into and experiences
‘'with real world needs which can be
addressed through action and initiative
while further solidifying their work
readiness, academic and technical
skills. Service represents a holistic
approach to youth development and
the building of multiple competencies.

EXPERIENCE BASED CAREER EDIICATION
Experience Based Career Education (EBCE)

was developed by four regional educational
laboratories in the early 1970s. As Bucknam

EBCE was designed to bridge the gap
between study and experience and
between the classroom and the com-
munity. It takes the subject matter
students normally study, adds many
new ingredients about people, jobs,
self, and the way communities work,
and lets high school and post-second-
ary students learn about them in the
community through direct interaction
with adults in all walks of life. In the
process students earn academic credit,
explore the real dimensions of many
careers, learn much about who they
are and what they want to become,
and master many of the skills they will
need to succeed as adults in America
(p. 66).

Recently, Shumer (1995) has stated that:

Many of the [EBCE] programs included
service-learningactivities, with
students working in hospitals, schools,
day-care centers, and many social
agencies. Students tied their commu-
nity learning experiences to classes
held on campus, usually as part of
their regular academic program. In
many ways, these EBCE programs
weve more integrated into the curricu-
lu'n than most service-learning
programs today (p. 2).

The concepts of EBCE first developed in the
early 1970s have generated some projects that
have continued on for over 20 years. They
have also served as the springboard for a new
set of programs funded by the U.S. Depart-
ment of Education, called Community-Based
Education Centers, that are being coordinated
by the Northwest Regional Educational
Laboratory in six communities across the
United States.

COOPERATIVE EDUCATION

Cooperative education is probably the most
common form of community-based learning
program used by the schools. It was offered by
47 percent of the nation’s public high schools
in 1991-92 (Stern, et al. 1994, p. 5). In most
cases, cooperative education is a paid experi-
ence in which students are employed in jobs

and Brand (1983) state: directly related to the vocational courses they
are studying in high school or college. Stu-
dents receive school credit for this supervised
Q TOPICAL SYNTHESIS #8 PAGE3
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work. The level of coordination between the
school staff and the employers varies widely
from program to program. While associated
mainly with high schools or community
colleges, cooperative education programs have
operated successfully at a number of public
and private colleges.

As a federally funded program, cooperative
education has been defined in the 1990
Perkins Amendment as

...a method of instruction of vocational
education for individuals who, through
written cooperative arrangements
between the school and employers,
receive instruction, including required
academic courses and related voca-
tional instruction, by alternation of
study in school with a job in any
occupational field. Such alternation
shall be planned and supervised by the
school and employers so that cach
contributes to the student’s education
and to his or her employability (Stern,
et al. 1994, p. 13).

.'l‘ncan

Tech Prep is a federally funded program begun
under the Tech Prep Education Act as part of
the 1990 Perkins Amendment. Tech Prep
programs are operating in all 50 states
through consortia involving secondary and
postsecondary institutionsin collaboration
with business and industry. Generally, these
programs start in at least 11th grade and
encourage students to complete an associate
degree or higher. Vocational curricula focus-
ing on high technology areas are combined
with applied academic courses that are de-
signed to prepare students for success in high-
performance workplaces. While cooperative
education is generally perceived as a course or
program, Tech Prep is viewed by some as a
specific program focused primarily on the
average student and by others as an educa-
tional reform measure intended for all second-
ary students. Key elements intended for all
students include career counseling, an indi-
vidual student plan, and often career clusters
or pathways that all secondary students are
expected to chose frcm in order to give direc-
tion in the high school ( ourses they select to

ScrooL-To-WoORK

The School-to-Work Opportunities Act signed
into law onn May 4, 1994 is one of the newcom-
ers to the community-based learning club.
Districts receiving School-to-Work funds are
expected to have three major elements:

1) school-based learning related to each
student’sinterests, includingbroad-based
academics, career exploration and counseling;
2) work-based learning that provides a planned
program of job training experiences, paid work

" experience, workplace mentoring, and instruc-

tion in general workplace competencies and in
a broad variety of elements of an industry; and

.3) activities to connect the two through

training of teachers, counselors, and mentors
and through involvement of schools and

employers.

As with Tech Prep, School-to-Work is per-
ceived by some educators to be a program with
specific students enrolled and by others as an
educational reform strategy involving all
students. The legislation itself stresses that

" School-to-Work is intendad for all students and

is meant to be systemic reform. As with other
educational reform efforts, School-to-Work is
sometimes associated with only a portion of
the community-based learning continuum and
thus fails to achieve its potential impact.

Your APPRENTICESHIP

While the above examples of community-based
learning are governed by federal legislation
and funding, youth apprenticeship, ascon-
ceived by Steven Hamilton (1990) and others,
draws on Hamilton’s study of apprenticeships
in Germany and programs such as the Finance
Academy in the United States. Hamilton has
described youth apprenticeship asinvolving
workplaces as learning environments, creating
opportunities for mentor relationships to
provide adult role models, and developing the
high levels of academic and vocational skills
being sought by employers. Youth apprentice-
ships are viewed by Hamilton as including “the
Job Corps, Summer Training and Education
Program, community service, Foxfire pro-
grams, Experience-Based Career Education,
cooperative education, and informal appren-
ticeships” ( Hamilton 1990, p. 40).

Robert Jones, Assistant U.S. Secretary of
Labor for Employment and Training, has said

TOPICAL SYNTHESIS #8
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that, “In order to increase access, teach basic
skills, and use work-related structures, we
need to evolve a system in this country that is
truly an American-styled apprenticeship and
school to work system.” (Northdurft and Jobs
for the Future 1990, p. 19).

Learning Strategies of
Community-Based Learning

While community-based learning involves a
philosophy and programs, most service-
learning educators agree that it is the learning
strategies that are the most critical aspect of
community-based learning. At the National
Conference on Service-Learning, School
Reform, and Higher Education in 1994, partici-
pants agreed that:

The focus is changing and must change
from teaching to learning; from outer-
directed, “expert”-driven curriculum
and methodologies to more learner-
centered, experience-based, connected
ways of acquiring the knowledge,
skills, and attitudes required for life in
the world in which we now live and the
rapidly changing world in which our
young people will live and work
(Poulsen 1994, p. 2).

What are the components of such community-
based learning? Zeke Zellerman of the Asso-
ciaticn for Experiential Learning stated, at the
1994 Work Now and in the Future conference
in Portland, Oregon, that there are three
critical steps—framing (planning), the activity
itself, and reflection (Dukehart 1994). The
clearer the framing, the more the learner will
get from the experience. Generally, the
objectives for the learning are developed
jointly by the student and the teacher/mentor.
The second step is the activity itself, which can
be simple or complex with many steps. The
third critical step is reflection or a debriefing
on what was learned. According to Zellerman,
the reflection can be done alone (in the form of
a journal, for example) or with a group. These
discussions often include an analysis of what
went right, what went wrong, and what was
unexpected. The reflection sets the stage for
framing the next related activity. Programs
such as Experience-Based Career Education
have developed detailed guides to help stu-
dents process what they have learned as well
as to raise questions for the future.

TOPICAL SYNTHESIS #8

Other key elements of community-based
learning or experiential learning include use of
a mentor, student application of information
collected (such as presenting it to a city council
meeting), and integrating academic learning
with real-world usage.

The role of mentors in community-based
learning is critical. A mentor gives advice and
encouragement, sharing the knowledge and
wisdom of experience in a relationship that is
personal and enduring (Hamilton 1990, p. 156).
Mentors for youth may be described as teach-
ers, challengers, role models, supporters, and
companions. Ongoing research at Public
Private Ventures indicates that the most
successful mentors are those who are engaged
in developmental relationships with youth and
establish a strong, reliable bond through
enjoyment of activities chosen together, as
opposed to a prescriptive relationship in which
they expected to change the youth (Morrow
and Styles 1995).

The learning processes serving as a foundation
for community-based learning are well
grounded in cognitive research. At the heart
of cognitive research is the observation that
intelligence and expertise are built out of
interaction with the environment, not in
isolation from it. This research shows that
effective learning engages both head and hand
and requires both knowing and doing. In their
classic book on cognitive research applications,
Berryman and Bailey (1992) point out that
“Passive, fragmented, and decontextualized
instruction organized around generating right
answers adds up to ineffective learning” (p. 68).
Such decontextualized learning fails to enable
students to examine thie ideas they bring to
the learning situation, to learn from their
errors, or to look for patterns.

Educators interested in developing effective
learning practices can gain importanf insight
from looking at the nature of traditional
apprenticeships. Berrymanand Bailey identify
six characteristics that could be applied to
community-based learning:

1. Apprenticeship is a way of life and may not
be recognized as a teaching effort.

2. The work to be done is the driving force.

3. There is a temporal ordering of skiil
acquisition from easy to more difficult.
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4. Bodily performance and embodied knowl-
edge are visible.

5. Standardsof performance and evaluation
of competence are implicit and often
internalized by the apprentice.

6. Teachers and teaching are largely invis-
ible.

Collins, Brown and Newman (1989) identified
characteristics of ideal learning environments
that are helpful to consider as we design
effective community-based learning. Their
model has four building blocks: content,
methods, sequence, and sociology. Content
involves the domain knowledge such as
geography or architecture, tricks of the trade
" used by experts in solving problems, cognitive
management strategies such as thinking and
planning skills, and learning strategies such as
those nesded in exploring a new domain.

- Teaching methods are used to help students
observe, engage in, invent, or discover expert
strategies in context. They include modeling,

support initially given by the teacher), articu-
lation to get students ta identify the knowl-
edge and problem-solving strategies they use,
eflection to compare one’s probiem-solving
strategies with those of experts, and explora-
tion to solve problems and raise new ques-
tions.

Sequencing allows learning to be staged and
involves increasing complexity of tasks and
concepts needed, increasing diversity of
strategies or skills used, and developing an
overview before attending to details.

The sociology of learning involves reproducing
the real-world environment for learning. It
involves active communication with expert
practitioners, intrinsic motivation for learning,
cooperative learning, and competitive learning
to compare the processes developed by various
learners to create a product.

Frequently, a few of the above processes are
used inindividual community-based learning
projects but seldom—if ever—are all of them
systematically used inplanning and carrying
out learning. If they were to be used, the
likelihood of more positive and consistent
outcomes would increase.
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coaching, scaffolding and fading (suggestions or

Cognitive research over the past ten years has
shown that the quality of cognitive perfor-

‘mance often depends on the context in which

the performance occurs. People who perform
tasks well in one setting may not perform
them well in other settings. Learning which is
“situated” in practical, work-related contextsis
both faster and more effective than learning
which is purely classroom based and unrelated
to the contexts in which it is to be applied
(Resnick 1987).

Cognitive research is being applied today not
only in schools but in industry. Erica Sorohan
(1993) has identified some workplace applica-
tions of this research and illustrates five
lessons learned:

¢ We embed learning in our individual
experiences, 80 we learn best when we
direct our own learning.

¢  We learn most effectively in context, so
learning should.be linked directly to work.

¢ We learn from each other, so workplaces
should enable us to communicate and
collaborate freely.

¢  We continuously create knowledge, so we
need to learn how to capture what we
know and share it with others.

¢ We learn unconsciously, so we need to

learn how to recognize and question our
tacit assumptions (p. 48).

The principles cited above are equally appli-
cable to schools and workplaces.

" In a study of common elements of three

distinctly different types of community-based
learning programs (Foxfire, EBCE, and Out-
ward Bound), five aspects of learning strate-
gies were identified. Common learning
strategies were found to: 1) be based on an
explicit theory of learning; 2) encourage
learners to perform tasls normally given to
adults in our society; 3) emphasize a balance of
action, reflection, and application; 4) provide
learning experiences that are individualized,
sequential, and developmental; and 5) provide
opportunities for unplanned learning from new
experiences (Druian, Owens, and Owen 1995).

Given the above discussion of characteristics of
effective learning, Berryman (1995) raises the

TOFICAL SYNTHESIS #8

1{




question of where cognitive apprenticeship
skills can best be learned—the schools or in
workplaces. The answer is that they can be
learned in either pla:e if the conditions are
right. To help reach a decision for a particular
community, Berrym.un poses four useful
questions(pp. 209-213):

1. Isthe location organized to deliver effec-
tive and efficient learning?

2. Does the learning location reflect the
knowledge deiuands of the workplace and
the work contexts in which knowledge and
skill have to be used?

3. Does the learning location deliver knowl-
edge and skills that are broadly applicable?

4. Does the learning location blur the divi-
sion between academic and vocational?

Expected Outcomes of
Community-Based Learning

The outcomes of community-based learning
cover the full range of knowledge, skills, and
attitudes needed to be an effective citizen,
worker, and lifelong learner. Articles and
research reports across the various categories
of community-based learning suggest five
major outcome areas: 1) academic, 2) career
and vocational, 3) personal-social development,
4) service and work values, and 5) understand-
ing and use of community resources.

As Robert Blum has pointed out,

Goals for student learning are chang-
ing. While there is still an expectation
that students learn important facts,
there is growing emphasis on applica-
tion of facts in problem solving and
relating facts to life outside the school.
In addition to learning traditional
subject areas, students are expected to
think critically, collaborate with
others, transition smoothly from
school to work, fit into an increasingly
diverse community, integrate what
they learn across subjects and much
more. As the content of what is to be
learned changes, so must the method-
ologies of both learning and teaching
shift (Blum 1995, p. 8).
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Andrew Furco, from the Service-Learning
R&D Center at the University of California at
Berkeley, has presented a systematic look at
the similarities and differences of service-
learning and School-to-Work transition pro-
grams. He describes the intended purposes of
both reforms as career development, academic
development, personal development, social
development, civic responsibility, and ethical
development (Furco 1995).

While many community-based learning
programs include academic learning as an
outcome, it is usually approached as a way to
reinforce the basic concepts learned in school.
Motivation to learn the basics and the ability
to apply them to real life situations are the
unique additions of community-based learning.

While School-to-Work and service learning
cover a wide spectrum of learner outcomes, a
third set comes from the field of youth devel-
opment. These outcomes include skill in being
an active and self-directed learner, leadership,
and personal and social responsibility. Zeldin
(1995) and others, in their attempt to integrate
School-to-Work and youth development, state
that young people require opportunities and
supports to achieve desirable outcomes.

Two important federal initiatives provide a

_useful framework for looking at the learner

outcomes of community-based learning—Goals
2000 and the SCANS report. The GOALS
2000: Educate America Act calls for the
development of comprehensive state education
strategies that result in the attainment of the
national educational goals and lifelong learn-
ing systems.

Several of the national goals are being im-
pacted directly by community-based learning.
Goal 2 states that by the year 2000, the high
school graduation rate will increase to at least
90 percent. Community-based learning makes
school relevant to students by connecting
academic concepts to real-life applications and
makes students active learners who are
responsible for their own learning.

Goal 3 deals with student achievement and
citizenship. Itstates that by the year 2000, all
students will leave grades 4, 8, and 12 having
demonstrated competency over challenging
subject matter . including English, mathemat-
ics, science, foreign languages, civics and
government, economics, arts, history, and

BEST COPY AVAILABLE &7




geography, and that every school in America
will ensure that all students learn to use their
minds well, so they may be prepared for
responsible citizenship, further learning, and
productive employment in our nation’s modern
economy. In 1993, the nation’s governors
adopted service-learning as an indicator of
citizenship in Goal 3.

A second curriculum framework for grouping
the skills needed to be an effective worker
comes from the Secretary’s Commission on
Achieving Netessary Skills (SCANS)in the
" U.S. Department of Labor. In 1993 the
commission produced a useful document called
Teaching the SCANS Competencies that
illustrates how these competencies can be
taught in schools and communities. The
SCANS outcomes are made up of five compe-
tencies and a three-part foundation of skills
and personal qualities needed for high-quality
job performance. The competencies state that
effective workers can productively use re-
" sources, interpersonal gkills, information,
systems, and technology, with each of these
spelled out in greater detail. For example,
interpersonal skills include working on teams,
teaching others, serving customers, leading,
negotiating, and working well with people
from culturally diverse backgrounds. The
foundations consist of basic skills (reading,

writing, mathematics, speaking, and listening),

thinking skills (thinking creatively, making
decisions, solving problems, visualizing,
knowing how to learn, and reasoning), and
personal qualities (individual responsibility,
self-esteem, sociability, self-management and
integrity).

A third grouping of community-based learning
outcomes is a modification of the ones devel-
oped by the American Society for Training and
Development (Carnevale, Gainer, and Meltzer
1990). Inthe ASTD book, Workplace Basics:
The Essential Skills Employers Want, the
authors identify seven areas: 1) learning to
learn; 2) basic competencies in reading,
writing, and computaticn; 3) communication
skills of speaking and listening effectively;

4) problem solving and critical thinking;

5) managing personal and professional growth;
6) group effectiveness; and 7) influencing
skills, including understanding of organiza-
tional climate and leadership. For each area,
the authors describe what is intended, the
theories that support it, and how it can be
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taught in schools and in the workplace, and
then provide examples. As a result of seminar
participation at the Menucha Summer Confer-
ence sponsored by the Northwest Regional
Educational Laboratory (NWREL) over a
three-year period, participants added three
outcome areas to the ASCD list: technological
literacy, social-global awareness, and general
occupational skills such as safety and flexibil-
ity. For each of the ten outcome areas
NWREL staff, with the input of the Menucha

~ participants, developed a set of specific learner

outcomes, school delivery strategies, and
family and community-based delivery strate-
gies(Owens 1994). :

Conrad and Hedin (1989), based on a review of
research in the field and various large-scale
evaluatizns they had conducted of community-
based learning programs (excluding those
focused on workforce preparation), idertified
areas where they expected such programs to
have a positive effect on youth. They grouped
these outcomes under three headings: per-
sonal growth and development, intellectual
development and academic learning, and social
growth and development. Their specific
outcomes expected are listed below.

Personal Growth and Development

Self-esteem
Personal efficacy (sense of worth and
competence)
Ego and moral development
Exploration of new roles, identities, and
interests

* Willingness to take risks, accept new
challenges

* Taking responsibility for, accepting conse-
quences of own actions

Intellectual Development and Academic
Learning

* Higher-level thinking skills

¢ Content and skills directly related to
service experience

* Skills in learning from experience (to
observe, ask questions, apply knowl-
edge)

* Motivation to learn and retention of
knowledge

* Insight, judgment,and understanding

l—.s
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Social Growth and Development

Political efficacy
Knowledge and exploration of service-
related careers

¢ Understanding and appreciation of, and
ability to relate to, people from a wide
range of backgrounds and life situations

Whereas the outcomes listed above are
expected, research results actually document-
ing some of them are discussed later in this
synthesis.

Advantages to an
Integraied Approach

Just as high schools are often justly criticized
by students for compartmentalizing instruc-
tion-—50 minutes of history, followed by
algebra and then physical education, for
example—so, too, do community-based learn-
ing programs sometimes focus too narrowly on
outcomes immediately related to their fund-
ing. From an individual young person’s
perspective, it makes no sense to learn only
leadership skills from the Boy Scouts, career
development from a career exploration at a
local company, and service-learning from a
separate class that has students visiting
residents in a nursing home. Fragmentation
is undesirable whether it occurs in the school,
a business, or a family.

A more integrated alternative can be found in

. certain mentorship approaches where a young

person gets to know and trust an adult. The
student might gain career knowledge by
shadowing the mentor in his or her company.
He or she might apply business management
skills by accompanying the mentor into
management meetings (where the student is
expected to contribute to a problem-solving
discussion and perhaps write a report that can
be shared with the English teacher on how
communications problems were identified and
solved). The young person could also accom-
pany and assist the mentor as he or she takes
two hours from work each week to serve as a
volunteer tutor in an inner-city elementary
school.

From an organizational perspective, too, it is
satisfying to combine outcomes of community-
based learning. Businesses are often over-
whelmed by fizquent requests from schools to
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engage in many diverse activities—furnishing
speakers, providing job shadowing, supervising
a teacher or student intern, and volunteering
time to tutor students in math. An alternative
is to design ways thay a business or other
community organization can combine efforts.
For example, while students are at a hospital
to perform service-learning, they might also
hear about thx variety of occupations at the
hospital, and do a science project in one of the
laboratories.

Barriers to Community-
' Based Learning

With all that we know about the benefits of
community-based learning, why has it affected
relatively few educators and students, rather
than becoming a mainstay of America’s
educational reform?

From an ideological perspective, many educa-
tors still maintain an cider paradigm of- -
education, in which its purpose is to impart to
students the content knowledge possessed by
the teacher. In such a paradigm there is no
need for input from students about what is to
be learned, when, where, or how. The teacher
maintains control in directing education, and
students are tested to determine the extent to
which they have remembered what was
taught. Uinder the new paradigm, teachers
need to funciion more in the role of coach and
mentor.

A second idevl-gical barrier is the perception
of many school and community people that the
subject matter content they learned in school
should serve as the driv ng force in what is
taught today. Failing to recognize or acknowl-
edge the importance of applying knowledge to
real-world issues, they see community-based
learning as drawing students’ time and atten-
tion away from the traditional curriculum
content.

From a practical perspective, community-
based learning requires commitment from the
top as well as from dedicated teachers. Com-
munity-based learning requires time, effort,
and expense. Time is needed to allow teachers
to work individually with students in identify-
ing and planning learning objectives, in
arranging for involvement of community sites,
and in helping students reflect on their experi-
ences. Other practical considerations include
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liability coverage for times when students are
outside the school building, transportation
issues, and the need to schedule blocks of time
so as to allow students sufficient time to get to
and from their learning sites as well as to
become active there. Orientation and training
of both educators and community mentors are
also essential.

It is necessary to spend time in creating an
awareness among students, parents, educa-
tors, and community members of the purposes
of community-based learning so that they don’t
see it as simply releasing students into the
community without clear expectations of what
is to occur. A final problem is the difficulty of
effectively evaluating what is learned from
student’s experiences in community-based
learning. This assessment is complicated by
the fact that different students may be at the
same learning site for different purposes, and
that some community-based learning out-
comes (identified in the prior section) are
difficult to measure.

The Research Literature
on Community-Based
Learning

Much of the research on community-based
learning has focused on individual programs
and has assessed outcomes without a clear
understanding of the elements that underliea
quality community-based learning experience.
Just as students can fall asleep in their history
class, so, too, can they waste time at a job sit/;
not all workplace experiences lead to produc-
tive learning. This review of the literature
first discusses the characteristics and quality
of learning processes and then moves to
attempts to document outcomes. We identify
barriers faced in conducting quality research
oncommunity-based learning and describe
some promising directions for the future.

CHARACTERISTICS OF HIGH- QUALITY LEARNING
PROGRAMS AND EXPERIENCES

One attempt to identify common characteris-
tics of programs classified under the broad
heading of School-to-Work was made by the
National Center for Research in Vocational
Education in its publication, Research on
School-to-Work Transition Programs in the
United States. The resr .rchers identified
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fourteen features and determined the relative
frequency of these features in six programs:
Cooperative Education, School-Based Enter-
prise, Tech Prep, School-to-Apprenticeship,
Youth Apprenticeship, and Career Academies.
The fourteen features were: 1) structured
work-based learning while in school, 2) school
curriculum that builds on work experience,
3) paid work experience, 4) employer-provided
financial support, 5) program-arranged student
work placement, 6) employer involvement in
curriculum design, 7) integrated vocational
and academic curriculum, 8) formal links to
postsecondary education, 9) employment/
college counseling, 10) pre-11th grade aca-
demic preparation, 11) pre-11th grade career
exploration, 12) targeting of at-risk or non-
college bound students, (13) use of outside
mentors, and 14) occupational certification
(Stern, et al. 1994, p. 8). .
Northwest Regional Educational Laboratory
| staff conducted a study of over 1,000 EBCE
students in 24 states to determine young
people’s perceptions of what characteristics of
a worksite are important for quality learning
(Owens 1982). In addition to open-ended
questions about their experiences at learning
sites, students were asked to rate the impor-
tance of each of 19 characteristics in contribut-
ing to an excellent learning opportunity. At
worksites judged by students as prowdmg rich
learning experiences, they

* More often learned job-specific skills
including use of tools or euipment and
gained specific knowledge of how the job
operates through hands-on experiences

® More often described the people they
worked with as helpful and friendly

* Generally worked closely with more than
one person and formed a personal relation-
ship with at least one person with whom
they worked

* Reported completing tasks (judged by
outside consultants) to have high or
moderate levels of responsibility and were
perceived to be challenging. (Owens 1982,
pp. 89-90)

At a broader level, Goldberger, Kazis and

O’Flanagan (1994) have identified characteris-
tics of high-quality environments that provide
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structure and support for young people. They
found that such worksite learning requires the
following:

¢ Partners formally agree on the goals of the
work-based program and how to achieve
them.

¢ Studentlearning at the workplace
progresses according to a structured plan.

¢ Work-based experiences promote the
development of broad, transferable skills.

¢ School-based activities help students distill
and deepen lessons of work experience.

o The program prepares students to enter
the workplace.

¢ Ongoing support and counseling is pro-
vided for students.

¢ Orientation, training, and ongoing support
© to worksite and school staff are provided.

e Administrative structures exist to coordi-
nate and manage the worksite component.

¢ Mechanisms are in place to assure the
. quality of students’ work-based learning
experiences.

Research conducted by staff at the Center for
Youth Development and Policy Research has
identified five key opportunities and supports
needed to achieve desirable youth outcomes:

e Opp ortunities for active and self-directed
learning

* Opportunities to take on new roles and
responsibilities '

* Ongoing emotional support from adults
and peers

e Ongoing motivetionalsupport and high
standards from adults, and

¢ Ongoing access to strategic support and
social networks (Zeldin 1995, p. 10-11)

In the past, practitioners involved in commu-
nity-based learning were often not interested
in participating in program evaluation and
sometimes saw it as interfering with students’
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progress. This attitude seems to have changed
in recent years, as evaluation has shifted in
emphasis toward continuous quality improve-
ment, and as educators have become more
sensitive to the needs of legislators and the
public for accountability.

Other barriers to effective research and
evaluation of community-based learning have

‘been the lack of a definition and theoretical

framework for much of the evaluation, differ-
ences in the quality and intensity of programs
labeled School-to-Work or service-learning, the
difficulty of measuring some of the skills and
affective outcomes of community-based learn-
ing, and the confusion about how each pro-
gram or practice may contribute to total
educational reform.

LearRNER OUTCOMES

One of the earliest and most intensively
evaluated School-to-Work programs has been
Experience-Based Career Education.
Bucknam and Brand (1983) conducted a meta-
analysis of 80 evaluations of EBCE programs.
They start by distinguishing EBCE from
traditional work/education programs. In
contrast to other programs, EBCE was found

. to: 1) use planned experience as a basis for

learning academic subjects; 2) include career
exploration and multiple employer/community
site utilization as opposed to job experience at
a single site; 3) expect students to take a
greater role in shaping their personalized
educational plans; 4) be appropriate for and
used with all types of students; and 5) use
community worksites for learning rather than
for production purposes, so students earn
academic credit rather than pay.

In terms of student learning outcomes,
Bucknam and Brand found positive academic
gains in 376 of 558 test administrations,
including 112 where the differences were
significantly positive. When compared to
similar students not in EBCE, students in
EBCE scored significantly higher in career-
related skills, life skills, and in academic skills. -

A comprehensive evaluation of the four EBCE
demonstration sites was conducted over a
several-year period by Educational Testing
Service. This evaluation involved use of
standardized tests, in-depth interviews of
EBCE and control group students, survey
questionnaires, and ethnographic studies by
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trained anthropologists. They found that
EBCE students, in contrast to a control group:

¢ Have a knowledge of a greater number of
career areas

¢  Know more of the personal and school-
related characteristics and abilities that
are necessary for entry into careers of
interest

¢ Are more positive in their attitudes toward
career planning

e Are better able to respond orally to inter-
viewers’ complex questions, and

* Had no greater gains in basic skills as
measured by a standardized test (Owens
1982)

The NCRVE study of School-to-Work programs
(Stern, et al. 1994) found that participation in
cooperative education was associated with
more positive attitudes toward school and a
stronger perceived connection between school
and work, but no consistent association
between participation in cooperative education
and subsequent success in the labor market.

The study of cooperative education by the
Office of Technology Assessment (1995) found
that programs nominated as being of high
quality had

participation by employers who are
willing to provide training in occupa-
tions with promising career paths,
screening of applicants to assure that
they are prepared to meet employers’
expectations, training plans with
ambitious and specific learning objec-
tives, and, for high school students,
close monitoring of the worksite
activities by school representatives
(p. 68).

When service-learning is not mandated, the
outcomes on students are generally positive.
For example, Krug (1991) found significant
differences in self-esteem and attitudes toward
the school and community between high
school students involved in a school-sponsored
service-learning experience and those not
involved.
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Shumer (1994), in studying a community-hased
Job Training Partnership Act program for high
school students, found that learning in the
community improved attendance and school
grades. This was facilitated especially by the
use of adults and college students in helping
students to learn.

Some of the most comprehensive evaluation of
service-learning (commenly called “experien-
tial education” in the 1980s) was conducted by
Conrad and Hedin at the University of Minne-
sota. Their study involved 4,000 students in
33 programs and included comparison group
students. The programs included volunteer
service, political and social action, outdoor
adventure, internships in government and
business, and research in the community. The
opportunities to act autonomously and to
develop collegial relationships with adults
were the two most powerful predictors of
personal growth. In their review of others’
research findings, Conrad and Hedin (1989)
found that service-learning generally increases
students’ sense of personal and social responsi-
bility, more positive attitudes toward adults
and toward those served, enhanced self-
esteem, growth in moral and ego development,
and complex patterns of thought.

The research literature on required commu-
nity service is mixed and generally fails to
support requiring high school students to
participate in it. For example, Crossman
(1989) found that required community service
did not produce as much improvement as
voluntary service. Patterson (1987) found, in
fact, that while fewer than 20 hours of re-
quired service had little impact, required
participation for more than 20 hours may have
a negative impact on the process of self-
actualization. On the other hand, Giles and
Eyler (1994) found that a required service-
learning experience of limited intensity and
duration has a positive impact on the develop-
ment of college students: they showed a
significant increase in their belief that people
can make a difference, that they should be
involved in community service, and in their
commitment to perform volunteer service the
following semester.
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Systemic Approach to
Community-Based Learning

A new movement has emerged recently to
examine the similarities and differences
between service-learning and School-to-Work
and to focus on linkages. At a conference
conducted in June 1995 and titled School
Improvement: Strategies for Connecting
Schools and Communities, the Secretary of .
Education, Richard Riley, and Chief Executive
Officer of the Corporation for National Service,
Eli Segal, signed a formal agreement to work
together to link rervice-learning and School-to-
Work. The conference was attended by state
teams representing both sectors.

The Council of Chief State Schools Officers, in
a 1994 memorandum, presented commonalties
and a rationale for linking School-to-Work and
service-learning. As quoted from Bhaerman
(1995),

Both provide environments in which
students can develop various skills and
competencies including those identified
by the Secretary’s Commission on
Achieving Necessary Skill (SCANS)
that are important for employment
and responsible citizenship; both
provide students with meaningful roles
in their communities; and both foster
collaboration between educators and
community groups. The memorandum
also presents several rationales for
lmkmg the two methodologies includ-
ing the follewing: both have the
potential to address such weaknesses
as the lack of relevance of the curricu-
lum or school experience; both can
motivate students to want to learn;
both can build community partner-
ships; and both focus on outcomes as a
measure of acquired skills and knowl-
edge. Service learning can help
address issues of “scale and access” in
school-to-work transition....Combining
the approaches in a “learning con-
tinuum” can provide even primary
grade students with opportunities to
develop generic work skills at an early
age (p. 2).

Service-learning also has an appeal to many
parents and community groups, is relatively
easy to start, and covers areas of a curriculum
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such as civics and government generally not
addressed by 3chool-to-Work. On the other
hand, School-to-Work offers good links in the
curriculum between academic and vocational
education, presents s model for a four- or six-
year curriculum sequence, stresses documen-
tation of skills gained and transportable
credentials, builds in adult mentorship, and
has good support from the business commu-
nity. By linking service-lzarning, School-to- -
Work and other forms of community-based
learning, educators can build a much stronger
rationale for the use of the community for
learning and broaden their community support
base.

Conclusions énd Future
Directions

This topical synthesis paper has integrated a
great deal of current literature related to
contextual learning theory and its application
in community-based learning. While the
research base on essential components of high-

- quality learning in the community is moder-

ate, research to prove the validity of outcomes
expected from community-based learning is
still weak. New strategies, such as the
application of cost-benefit analysis to service-
learning, are emerging that can complement
some of the qualitative research and provide

support to those needing to justify the costs of

such programs.

Although there are many programs that could
be labeled community-based learning, few
educators have yet used this term or started to
sell community-based learning as a broad set
of strategies to enhance educational reform.
Likewise, many of the programs called service-
learning or School-to-Work are very frag-
mented, and students often receive only
minimal exposure to the array of learning
potential that exists in the community. Simi-
larly, very few community-based learning
programs come close to systematically using
the principles described in this synthesis for
quality contextual learning.

New efforts have been implemented recently
to place educators in the community for their
own learning to identify workplace applications
for the subjects they teach. In some cases,
companies like The Boeing Company in
Seattle have provided slots for secondary and
postsecondary teachers to explore worksites
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for the summer and to prepare lesson plans
based on their new learning (Owens and Wang
1994). In other cases, teams of academic and
vocational teachers have been prepared to visit
companies and community agencies to identify
applications of work-based tasks related %o
their school subject content (Stone-Ewing
1995). Educators have also accepted invita-
tions from businesses and community agen-
cies, including government, to participate in
training in areas such as continuous quality
improvement.

The examples and issues discussed in this
synthesis have focused on student learning in
the community. However, it is important for
educators to keep abreast of workforce train-
ing that is taking place for existing workers.
Such training costs billions of dollars annually.
Simulations, group problem sclving, and other
strategies are being used effectively in many
industries and may have applications for public
education.

Another element related to educational reform
is the transformation of some businesses into
“learning organizations.” Although originating
in business and industry, the learning organi-
zation concept is starting to be applied in some
schools, with all staff and students working in
open and supportive learning environments.
Drucker (1995) has written recently about the
societai transformation to learning communi-
ties taking place throughout the world.

If community-based learning is to contribute
its full potential to school and educational
improvement, the following five changes
appearr-eded:

1. Staffinvolved in School-to-Work, service-
learning and other forms of community-
based learning will need to collaborate
with each other to present a unified
message to educators and the community
that there are diverse and purposeful roles
community members can play in helping
young peoplz learn and mature.

2. The research on contextual learning will
need to be studied more closely by educa-
tors, so that they can develop and operate
community-based learning efforts that are
of high quality and likely to produce
significant results in students.
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8. Focused research is needed on student
outcomes of community-based learning
programs and efforts that are based on the
contextual research literature. This
research needs to be implemented on a
multi-year basis since the outcomes
expected seldom occur in a single year.

4. Educators will continue to need greater
inservice and preservice training in
identifying specific ways their subject
content is being used in community
settings or what new content should be
infused into their courses to make them
more relevant to the real world. They will
also need training on the philesophy and
methodology to support community-based
learning so as to make it an integral part
of their total educational program.

5. ractitioners involved in separate School-
to-Work, service-learning, and youth
development programs need to come
together to identify common ground, share
their expertise, and learn from each
other’s efforts.

Legislators and policy makers also have a
major role to play in fostering integration of
community-based learning by broadening the
scope of expected outcomes. Michele Cahill
(1993), in reporting the consensus of the New
York City Youth Employment Consortium,
stated,

For programs to be effective in posi-
tioning participants on pathways to
success they have to go beyond a
narrow focus on acquisition of job
skills or even behavioral changes...
Youth must meet needs and build
competencies in many areas of their
lives at the same time as they are
acquiring vocational skill (Cited by
Zeldin 1995, p. 9).
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goals. Outlines a high school reform
agenda that integrates abstract and
practical learning and includes all stu-
dents; discusses the important role of
work-based learning and the need for
secondary and postsecondary integration.

Grubb, W. N. Education Through Occupations

in Argerican High Schools Vol. 1, Ap-
proaches tolntegrating Academic and
Vocational Education. New York: Teach-
ers College Press, 1995.

Discusses the background of efforts to
integrate academic and vocational educa-
tion, a description of eight - pproaches to
integration (with particular attention to
the academy model, career pathways,
magnet schools, and senior projects), and
the pedagogy of curriculum integration.
The new pedagogy is especially geared to
teaching problem solving, higher-order
reasoning, and teamwork skills—which

are all being demanded by today’s employ-
ers.

Halperin, S. School-to-Work: A Larger Vision.

Washington, DC: American Youth Policy
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Forum, The Institute for Educational
Leadership, Inc., 1994,

Describes features of the School-to-Work
Opportunities Act and its potential
achievements, and outlines five premises
based on recent research about how people
iearn best and what employers say young
people need.

Ham:lton, S. F. Apprenticeship for Adulthood:

Preparing Youth for the Future. New
York: The Free Press, 1990.

Draws upon the author’s experience in the
United States and Germany to explain how
apprenticeship uses workplaces as learning
environments; creates opportunities for
mentor relationships; and develops the
flexibility, dependability, and vocational
skills needed in the workplace. Although
he uses the term “apprenticeship,” what
Hamilton is really describing is a much
broader array of experiences often referred
to as Youth Apprenticeship. This mix
includes career exploration, integrated
academic instruction, structured job
training, and paid work experience.

Hoachlander, G. “Industry-Based Education:

A New Approach for School-to-Work
Transition.” In N. Stacey (Ed.). School-to-
Work: What Does Research Say About It?
Washington DC: U.S. Department of
Education, 1994.

Describes, in a set of papers prepared by
Nevzer Stacey and others on the OERI
School-to-Work Transition Research
Team, the German Apprenticeship model
and the policy issues involved in School-to-
Work initiative. Outlines a new secondary
curriculum for School-to-Work that is
broader than occupational education and
gives attention to the broader context,
including technology, organization, his-
tory, and systems of the work world.

Pamell, D. LogoLearning: Searching for

Meaning in Education. Waco, TX: Center
for Occupational Research & Development,
1994.

Describes how educators can use Logo-
Learning to enable students to find mean-
ing in their education by teaching students
why they learn. Parnell shows how mean-
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ingful connections helps students under-
stand the purpose of learning and how it
relates to real-life issves. -

Shumer, R. What We've Learned from Qualita-
tive Research, 1995 (in press).

Discusses how qualitative studies have
shown the different roles for adults in
service-learning and how students learn
effectively. Demonstrates the positive
effects of service-learning—increased self
confidence, better communication, stron-
ger relationships, positive attitudes
towards learning—resulting from the way
there programs are initiated and operated.

U.S. Department of Labor. Th= School-to-
Work | Youth Apprenticeship Demonstra-
tion: Preliminary Findings. Washington,
DC: U.S. Department of Labor, 1994.

Assesses the initial implementation of the
School-to-Work/Youth Apprenticeship ‘
Demonstration programs, including school-
and work-based program elements, draw-
ing lessons from their experiences for

. future implementation of such programs.

Zeldin, S. School-to-Work and Youth Develop-
ment: Identifying Common Ground.
Boston, MA: Jobs for the Future, 1995.

Identifies the commonalties and differ-
ences between School-to-Work and Youth
Development, which provide a foundation
for collaboration between the two to better
prepare young people for work. With
shared resources and expertise, School-to-
Work and Youth Development can serve
as a joint voice on current policy debates
and strengthen communities and programs
for young people.
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The real test of any citizenship
prograim is what participants do in their
lifetime office of citizen.
—Naylor 1990

Introduction

Nearly all writers on the subject of citizenship
education agree that it is essential for preserv-
ing America’s democratic way of life. Indeed,
they often remind us that our nation’s’
founders saw the preparation of competent
citizens as the main purpose of schooling
(Center for Civic Education 1994, v). Many
contemporary people, too, believe that
education’s chief purpose is to equip students
with the knowledge, skills, and values needed
to function effectively as citizens of a demo-
cratic society (Wood 1988). And those who cite
other educational goals as equally important
(e.g., Boyer 1990) still concur that citizenship
development is a significant aim of the school-
ing process. :

Definition

" Butts defines civic education as “explicit and

continuing study of the basic concepts and
values underlying our democratic political
community and constitutional order” (quoted
in Hoge 1988}. The Thesaurus of ERIC
Descriptors says that it consists of

: B Northwest Regional Educational Laboratory
: 101 S8.W. Main Street, Suite 500
Portland, Oregon 97204

Telephone (503) 275-9500

Educating for Citizenship

Kathleen Cotton

“Research You Can Use”

Learning activities, curriculum, and/or
educational programs at any educa-
tional level, concerned with rights and
responsibilities of citizenship—the
purpose is to promote knowledge,
skills, and attitudes conducive to
effective participation in civic life
(Houston 1990, 37).

Few disagree with these broad definitions. It
is when we begin to specify what knowledge,
skills, and attitudes ought to be taught and
hoo they ought to be taught that we encoun-
ter differences of opinion. Some researchers
and other writers contend, for example, that
civic education should include attention to the
global context in which the U.S. is situated;
others do not. Some believe that teachers
should give students classroom practice in
grappling with the kinds of controversial
issues they will face as adults; others disagree.
Later in this paper I discuss the themes that
emerge from the literature on the content and
processes of civic education.

The Literature on
Citizenship Education

Beginning with an ERIC search and proceeding
through the bibliog. aphies of the materials I
retrieved initially, I s~reened scores of docu-
ments and ultimately selected the 93 on

o0
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which this report is irased. Sixty-three are
reports of research studies or reviews, most
of which: reveal relationships between educa-
tional practices and student outcomes
related to citizenship (see Key References).
Thirty are critiques, concept papers, pro-
gram descriptions, standards documents,
and demographic reports, whose content is
congruent with that of the research docu-
ments (see General References).

Thirty-eight of the reports focus either on
students in general or on an unspecified
student population. The focus of the others
are elementary students (7), secondary (26),
elementary and secondary (3); both students
and adults (5), adult citizens (8); both students
and teachers (4), preservice or inservice
teachers(5), principals (1), ESL students (1); .
and textbooks (1).

The literature describes dozens of schooling

practices used in different citizenship educa-

tion efforts and the student outcomes associ-
ated with those practices. I discuss thesein

subsequent sections.

Educated for Citizenship—
An Admirable Goal

Civic education goal statements tend to be
lofty in both content and language. According
to the Center for Civic Education’s 1994
standards document, for example,

It has been recognized since the
founding of the nation that education
has a civic mission: to prepare in-
formed, rational, humane, and partici-
pating citizens committed to the values
and principles of American constitu-
tional democracy (v).

In a similar vein, Mabe states,

We want citizens who are informed,
autonomous, respectful of others, who
participate in the political process, who
keep the common good in mind in
their decision making, and finally, we
want citizens who act responsibly
(1998, 163).

Two of the Mational Education Goals express
inspiring visions for citizenship education.
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Goal 3, Student Achievement and Citizen-
ship, reads,

By the year 2000, all students will
leave grades 4, 8, and 12 having
demonstrated competency over chal-
lenging subject matter, including...
civics and government...so that they
may be prepared for responsible
citizenship, further learning, and
productive employment....All students
will be involved in activities that
promote and demonstrate...good
citizenship, community service, and
personal responslblhty (Goals2000
1994, 8).

Goal 6, Adult Literacy and Lifelong Learning,
includes the following statement:

By the year 2000, every adult Ameri-
can will be literate and will possess the
knowledge and skills necessary to...
exercise the rights and responsibilities
of citizenship (18).

Informed, autonomous, respectful, participat-
ing, mindful of the common good, committed
to democratic values and principles. This
profile of the qualified citizen reappears
throughout the civic education literature,
together with assertions about the critical role
of education in preparing capable citizens.
Given this widely shared priority, one might
expect to find an abundance of highly compe-
tent citizens across the country, together with
vigorous educational programs to guarantee
continued fulfillment of our citizenship goals.

Our Lack of Civic
Preparedness

Unfortunately, what one finds instead is
depressing commentary after depressing
commentary about the sorry state of civic
knowledge, skills, and attitudes on the part of
U.S. citizens—both students and adults.
Nearly every writer whose work was consulted
for this report expressed dismay at our
nation’s want of civic preparedness (e.g., Avery
1982; Avery, et al. 1992, 1993; Berman 1990;
Colville and Clarken 1992; Dynneson 1992a,b;
Fowler 1990; Franzosa 1989; Golden 1985;
Harwood 1990; Hastings 1986; Hoge 1988;
Miller 1985; Patrick 1987, 1988; Sinatra, Beck,
and McKeown 1992; Sleeper, Strong, and
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Zabierek 1990). No one spoke well of our
civic education efforts or their results.
Colville and Clarken’s observations are
representative:

[Sltudies show that traditional
citizenship education has failed our
youth dismally in attempting to
develop them into knowledgeable,

active citizens.... Consequently, many

graduates and nongraduates are

quasi-illiterate or functionally illiter-

ate about the basic principles and

values on which our political system
" and society are based (1992, 7).

In a similar vein, Hoge (1988) comments,

[M]ore than half of young Americans
lack knowledge, attitudes, and skills
that leading civic educators believe
they should have in order to be respon-
sible citizens of a constitutional
democracy. Most high school students
and adults appear tolack detailed
knowledge and understandingof
institutions, principles, and processes
of government in the United States.
They also tend to have shallow or
confounded conceptions of core ideas,
such as constitutionalism, republican-
ism, democracy, and federalism (3).

Golden remarks succinctly,

If one of the vital signs used to mea-
sure health of the “body politic” is the
percantage of citizens that vote, U.S.
democracy is the sickest in the world
(1985, 14).

Sleeper, Strom, and Zabierek add to this
indictment:

Various reports on the state of Ameri-
can education have found that our
young people suffer from historical
amnesia, geographic disorientation,
and civic ignorance. Statistics on adult
civic behavior are no more reassur-
ing....(1990, 84).

Avery (1988) notes,

Disparity between individuals’ support
for abstract democratic principles and
their willingness to apply such prin-
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ciples to concrete situations has been
documented in numerous studies of
both adults and adolescents....Most
adults, regardless of ideology, are un-
willing to extend basic civil liberties
to the group they dislike the most
(534).

Looking at findings about young people’s
attitudes toward civic participation, Berman
remarks,

Young people in the United States are
expressing a sense of powerlessness to
affect constructive social or political
change. To the young, the odds of
success seem overwhelming, the
personal costs high, the disappoint-
ments inevitable (1980, 75).

Finally, according to Franzosa (1989), civic

: participation and civic attitudes are deteriorat-

Ot

ing over time:

High school graduates in the last
fifteen years have proven themselves
less likely than previous generations
to exercise their rights as citizens.
They participate less often in state,
local, and national elections, express
alienation and even cynicism concern-
ing the political process, and show a
distressing ignorance of contemporary
issues likely to affect their country’s
future(6).

The Current State of
Civic Education

If everyone agrees that civic preparedness is
vitally important, why do we lack it on such a
grand scale? Critics of civic education—and
they are many—say that the components of
competent citizenship are simply not taught in
American schools. Instead, they say, the
content we teach and the way we teach it
virtually occlude the citizenship results we say
we want. Kickbusch’s comments are typical of
those who study the current norms of citizen-
shipinstruction:

Frequently textbook bound, such
instruction...is oriented toward the
acquisition of unproblematic knowl-
edge and passive acceptance of social
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" institutions....Critics...have faulted
this appreach to citizenship educa-
tion for its failure to develop critical
decision-making skills, its inattention
to velues issues, its failure to utilize
the existing social science knowledge
base, and for its passive, classroom-
based processes (1987, 174).

Patrick’s research summary declares, “Studies
of standard secondary school textbooks have
revealed restricted coverage and shallow
treatment of basic principles, values, and
issues of constitutional government” (1987, 3).
Reporting his research on civics lessons in
secondary social studies classes, Hyland (1985)
corroborates these findings and cites additional
problems:

Selection of content was narrow in
scope and lacked depth of treatment.
Students were not involved in skills of
rational analysis and decision making
appropriate for participationina
democratic society (8).

Newmann (1989) echoes these findings and
speculates on the reasons for such lackluster

Authentic disccurse is usually sup-

_ pressed by the belief that the purpose
of teaching is to transmit fixed knowl-
edge to students (so they can repro-
duce it in identical form for teachers
who reward students for playing the
game of telling teachers what they
want to hear rather than asking and
answering questions that students
consider important) and by enormous
efforts to keep order and control over
masses of students (359).

The literature includes many different kinds of
indictments of the current state of civic
education. I have listed these criticisms
together with the research studies and other
examinations that led to these conclusions:

* General. Citizenship education hasbeen
neglected; it has been assigned a low
curriculayr priority; and its student out-
comes are frequently not specified (Boyer
1990; Evesiage 1993; Finklestein 1993;
Goodlad 1986; Hyland 1985; Patrick 1987,
Pereira 1988a). Goodlad writes, “One of
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the most surprising shortcomings of the
curriculum planning process is the general
absence of any continuing, sustained
appraisal of what is essential for young
people to learn” (432).

Lack of meaning. Teachers too ofton
present isolated facts apart from any
context that might give meaning to those
facts (Goodlad 1986; Newmann 1987, 1989;
Patrick 1987).

Irrelevance. Teachers do not typically
connect classroom content to students’ life
experiences or to contemporary issues of
interest to them (Blankenship 1990;
Hyland 1985; Newmann 1989; Patrick
1987).

Lack of focus on rights. Civicgducation
typically fails to address tolerance for the
expression of individual freedoms, as
guaranteed in the Constitution and Bill of
Rights (Avery 1988; Avery, et al. 1992;
Butts 1988; Hoge 1988).

Lack of training in thinking and
process skills. Teachers do not, for the
most part, provide training or practice in
critical thinking, problem solving, decision
making or other process skills (Avery, et
al. 1993; Callan 1994; Berman 1990,
Levitt and Longstreet 1993; Hyland 1985;
Kickbusch 1987; Hoge 1988).

Passive learning. Most citizenship
education limits students to passive
learning (Eveslage 1993; Finklestein 1993;
Goodlad 1986; Kickbusch 1987; Newmann
1987, 1989; Pereira 1988a; Thomas 1984;
Drisko 1993). Writes Goodlad, “Research
on classrooms revealed excessive student
passivity-—listening to their teachers
lecture, reading textbooks and taking
quizzes”(424).

Avoidance of controversial topics.
Either out of fear of complaints (e.g., from
parents) or rut of personal preference,
teachers typically are unwilling to take
up in the classroom the social controver-
sies that arise in a democratic society
and must be addressed by its citizens
(Eveslage 1993; Kickbusch 1987; Levitt
and Longstreet 1993). According to
Levitt and Longstreet,
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Among today’s teachers, there is a
widespread reluctance to engage in
teaching any but the safest of civic
values—that is, values at such a level
of generality and acceptance that no
one would feel threatened....as soon as
the topic discussed reflects a reality of
1 "e beyond school walls, that is, an

¢ uthentic civic value that makes a
difference to our lives in immediate
terms, controversy is likely (142).

Teacher control,student obedience.
Although the stated goals of civic educa-
tion include democratic values and skill in
democratic processes, civic education
typically occurs entirely within a model of
total teacher control and total student
obedience. Critics are more upset about
this than any other aspect of typical

citizenship education (Eveslage 1993; Ross

and Bondy 1993; Hyland 1985; Newmann
1989; Wood 1988). According to Wood,
“Many of the goals of schooling...stress
conformity, obedience, and rote memory...
The goals most certainly conflict with a
pedagogy for democracy that has at its
heart the goal of preparing independent
thinkers who are willing to act on their

own initiative” (298).

Low-track students, low-quality
curricuium. Research reveals a strong
correlation between “Jow ability” and anti-
democratic traits such as authoritarianism
and intolerance. Research also reveals
that low-track students frequently experi-
enceparticularly uninspiring, ineffectual
instruction. Those who study civic educa-
tion assert that we must offer all students
high-quality instruction if we are ever to .
inculcate in them the democratic disposi-
tions we value (Avery 1988; Avery, et al.
1992; Goodlad 1986; Sidelnick 1989).
Sidelnick writes, “Social studies educators
should seek ways to increase support of
the fundamental freedoms and explore
strategies to decrease the degmatism or
close-minded attitudes evident in many
low-ability and average adolescents” (96).

Lack of attentiou to global issues.
Many contributors to the civic education
literature expressed distress that the
typical curriculum virtually ignores the
global context in which the U.S. is situated
(Collins 1993; Drake 1987; Goodlad 1986;
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Sinatra, Beck, and McKeown 1992).
Collins remarks that, “In too many
schools, we are still teaching about the
world as if it were a 1939 map. In too
many classrooms, the dramatic changes
that have completely altered the world are
ignored completely or relegated to a
weekly current events activity with little,
if any, relationship to the curriculum” (25).

Limited, shallow text content. Most
social studies texts used for citizenship
education are restricted in their content,
superficial in their treatment of subject
matter, and present facts apart from their
context (Avery, et al. 1992; Eveslage 1993;
Patrick 1987; Wade and Everett; 1994).
Avery, et al. note that, “High school
government and civics texts...continue to
emphasize isolated bits of information
about governmental institutionsand
processes. In-depth nxaminations of key
constitutional issues are virtually non-
existent....In an effort to avoid potential
controversy, most textbook publishers give
such questions only superficial coverage”
(382). ’

Text-bound instruction. The limited
subject matter and uninspired treatment
in civic texts might not matter so much if
teachers used a rich array of other re-
sources. Research shows, however, that
most civics instruction is text-bound
(Boyer 1990; Eveslage 1993; Finklestein
1993; Kickbusch 1987; Patrick 1987; Wade
and Everett 1994). Eveslage’s review
indicates that ninety percent of teachers
rely on textbooks as their primary instruc-
tional tool (83), and Finklestein's investiga-
tion of citizenship education for young
children reveals that “the textbook domi-
nates primary social studies instruction”
(68).

Inappropriate assessment. Civic
education continues to be dominated by
the use of standardized tests to assess
learning and the use of letter grades to
report learning (Adler, Luhn, and Philbin
1993; Finklestein 1993, Parker 1989, 1990,
Rudner 1991). In addition, there is a lack
of evaluative criteria for civic education—
criteria as to “what learning experiences
are most effective, which public controver-
sies, past and present, are most profitably
studied and discussed” (Parker 1989, 354).
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Researchers and other writers also express
considerable dismay over the inadequate
preparation of teachers for providing civics
education and theinsufficient support provided
by principals. The social studies teachers who
were the subjects in Hyland’s research were
unable to provide adequate explanations of
why the Constitution was written (1985, 4). A
high percentage of those in Wolf's 1990 study
performed poorly on a ten-item, multiple-
choice test about Constitutional principles. In
Stanton’s 1987 research with preservice
teachers, two-thirds scored below the midpoint
on an instrument used to assess teachers’ civic
education knowledge. Kickbusch’s classroom
obzervational study revealed “a paucity of
teaching skills with which to support...civic

" education goals” (1987, 178). And in a study of

70 elementary principals, “only two principals
identified the formal social studies curriculum

' as ameans to achieve citizenship education

outcomes” (Tucker 1986, 8).

Attributes of a Prepared
Citizen—What the
Researchers Say

“Some critics have charged that citizenship
education is at once so vague and all-encom-
passing that it can mean anything to anybody”
(Parker 1990, 18). Butts (1988) remarks that,

Nothing is more common than for
curriculum guidelines to proclaim the
teaching of democratic values as a
major goal of public education in
general and of social studies in particu-
lar, but then to fail to make such
values explicit or clearly visible in the
content or scope and sequence of topics
they recommend for study (3).

What do we mean when we say that citizen-
ship education ought to focus on “democratic
values,” and “the public good,” and develop
“civic skills”? While the researchers and other
civic education scholars are not in total
consonance about the ideal results of citizen-
ship education, there is considerable agree-
ment about the desirability-—and meaning—of
the following outcomes:

* Democratic values. Prepared citizens
understand and are committed to the
values inherent in the U.S. Constitution
and Bill of Rights: justice, freedom, -
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equality, diversity, authority, privacy,
due process, property, participation,
truth, patriotism, human rights, rule of
law, tolerance, mutual assistance, per-
sonal and civic responsibility, self-
restraint and self-respect (Butts 1988;
Colville and Clarken 1992; Drisko 1993;
Hoge 1988; Levitt and Longstreet 1993). .

The Common Good. Citizens, in order to
be effective, need to act from respect for
the common good; that is, they need to be
willing to deliberate about the nature of
the public good and how to achieve it.
They also need to possess compassion,
ethical commitment, social responsibility,
and a sense of interdependence among
people and between people and their
environment. And they need to express
their commitment to the common good
through their actions, e.g., through voting,
volunteerism, serving on juries, petition-
ing the government for change, ete.
(Adler, Luhn, ani Philbin 1993; Berman
1990; Brandhorst 1920; Colville and
Clarken 1992; Drake 1987; Goodman 1989;
Harwood and Hahn 1990; Newmann 1989;
Pereira 1995; Pratte 1988).

Knowledge. Effective civic equcation
results in knowledge and understanding of
our nation’s founding documents, the
structure of government, the political
process, and the global context in which
the U.8. functions (Angell 1990; Colville
and Clarken 1992; Hyland 1985; Mullins
1990; Boyer 1990).

Thinking skills. Competent citizens
require skills in higher-level thinking
processes—critical reasoning, problem
solving, decizion making, perspective-
taking, divergent thinking—constructing
hypotheses, and evaluating evidence
(Berman 1990; Colville and Clarken 1992;
Callan 1994; Mullins 1990; Harwood 1990).

Social process skills. Social skills
identified as critical forhigh-functioning
citizens include communication, conflict
management, consensus building, and
working in cooperative endeavors (Angell
1991; Berman 1990; Fowler 1980).

Student attitudes. Effective civic
education influences students in such a
way that they believe in the efficacy of
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civic participation, are interested in
participating, and have a feeling of obliga-
tion to participate (Angell 1991; Hoge 1988;
Fowler 1990).

Achieving The Goals:
Research-Based Practices
and Program Content

Researchers and other writers make it clear
that our civic education goals cannot be
realized via our current civic education prac-
tices. They then go on to provide the specific-
ity that is so often lacking in our civic educa-
tion programs, citing elements that research
has linked to positive civic attitudes and high
levels of civic knowledge, skills, and participa-
tion. These include school and classroom
climate factors and instructional practices, as
well as specific program content.

ScrooL CLIMATE FACTORS

While recognizing that a school is not and
should not be a democracy, many of the
researchers identified higher levels of demo-
cratic values among students in more demo-
cratic school environments. Students who are
less authoritarian, more tolerant, and more
optimistic about democratic processes are
linked with schools that

¢ Have democratic organizational structures
in which principals provide clear direction
but grant teachers considerable autonomy
(Hepburn 1982; Hoge 1988; Wood 1988)

* Allow student participation in decision
making about school and classroom
operations that affect them (Beyer 1988;
Boyer 1990; Wood 1988; Eveslage 1993).

Drake writes,

Democratic ideals should be the
foundation upon which a school culture
is founded...Democracy implies certain
ethical principles which should be
woven into the fabric of the school
culture(105).

OPENCLASSROOM CLIMATES

The factor most likely to engender democratic
values in students is an open classroom
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climate—an environment whose signifying
features are teacher respect for student ideas
and teacher use of democratic leadership
behaviors. The beneficial effects of open
classroom climates are cited by virtually every
researcher and reviewer who looked at the
relationship between educational practices
and student results (i.e., Angell 1991; Avery,
et al. 1992; Goodlad 1986; Hepburn 1982;
Harwood 1992; Hoge 1988; Levitt and
Longstreet 1993; Ochoa 1991; Pratte 1988;
Torney-Purta 1983; Ross and Bondy 1993;
Newmann 1989; Harwood and Hahn 1990;
Patrick 1991; Mabe 1993; VanSledright and
Grant 1994).

Because of the near-unanimous support for
open classroom environments, it is worthwhile
to identify specific components of this kind of
environment, together with researchers’ views
on why it is so favorable to the development of
capable citizens. Angell’s review characterizes
an open classroom climate as exhibiting

(a) democratic leadership behavior,
(b) [positive] teacher verbal behavior,
(c) respect for students, (d) peer
interaction, (e) open discussion,

(f) student participation, and (g)
cooperation (250).

The same review indicates that open class-
room climates are positively related to

(a) political knowledge upon which to
base informed judgments; (b) skills—
such as effective communication and
interpersonal skills—requisite for
interaction in a free society; (c) com-
mitment to democratic values; and
(d) interest, desire, and a sense of
obligation to participate fully in the
democratic process (243).

Other researchers and reviewers corroborate
Angell’'s statements. Hepburn, for example,
writes,

The teacher’s role is crucial, because
the teacher’s way of managing the
class group sets the climate of self-
direction, free exchange of views,
egalitarian treatment of peers, and at
the same time, maintains order and
direction in the group (26).
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Harwood (1992) found that open classroom

environments were positively related to

political interest, trust, and self-efficacy and

" negatively related to political cynicism. The
attributes of an open climate in this research

were: !

* Frequent opportunities for students to
express their opinions
Teacher respect for student opinions
Teacher encouragement of perspective
taking

® A classroom norm of openly discussing
controversial issues

¢ Teacher presentation of a range of view-
points on issues under discussion
Teacher use of divergent questioning
Use of source materials other than text-
books

s Teacher interest and concern about global
issues

And according to Torney-Purta’'s 1983 review
on factors that inculcate civic responsibility in
students,

...the most positive contribution a
teacher could make to the acquisition
of democratic values was to create a
classroom climate characterized by a
process giving students freedom to
express their opinions. This was more
important than any particular content
of curriculum (31).

AcTivE LEARNING

One of the most trenchant criticisms of
existing civic education practice is its tendency
to place students in passive learning roles.
Researchers and other writers insist that
effective citizenship is an active role and,
therefore, that preparation for this role must
be active as well. Drisko (1993) writes,

There must be a means for students to
apply their knowledge of democracy.
Since students learn best by doing, the
principles of democracy are best taught
in such a way that they can be prac-
ticed (105).

In Mullins’s 1990 discussion of an ideal civic
education curriculum, some specific sugges-
tions for active learning are offered:

o

The passive transmission of facts is
rejected as an inappropriate method of
teaching that should be modified in
favor of active approaches to learning.
Students are to engage in reading,
writing, observing, debating, role play,
simulations, and the use of statistical
data to develop skills in critical
thinking, decision making, and
problem solving. Cooperative and
collaborative types of learning are
also emphasized (4).

Like the support for open classroom settings,
the support for active, hands-on learning is
nearly universal among researchers and
reviewers. Supporting documents include
Colville and Clarken (1992); Drake (1987);
Finklestein (1988); Hardin (1991); Harwood
(1990); Leppard (1993); Mabe (1993); Miller
(1985); Morse (1993); 1Mullins (1990); Naylor
(1990); Newmann (1987); Parker (1990);
sizick (1988, 1990); Pereira (1988b); Rowe
(1990); Thomas (1984); VanSledright and Grant

(1984); White (1989); Wood (1990); and Wraga

(1993).

Specific kinds of active learning recommended
by these writers include instruction and
practice in class discussion, responding to
open-ended questions, research (using materi-
als other than texts), writing projects including
letter writing, cooperative group projects,
brainstorming, role-play, simulations, perspec-
tive taking, on-site learning, observation,
mock trials, case studies, town meetings,
intaraction with guest speakers and other
resource persons, and community service
projects. :

Many of those who call for active, hands-on
learning also see a need for such learning to
include time for reflection about one’s experi-
ences and learnings. Community service and
other out-of-school projects, in particular,
should include opportunities to reflect on what
one has seen, done, and learned (Fowler 1990;
Morse 1993; Rutter and Newmann 1989).

CRiITICAL THINKING

While we can classify critical thinking as a
type of active learning, I am giving it special
attention here because of the enormous
emphasis civic education researchers and
experts place on it. The low level of critica’
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thinking skill revealed by studies of our
nation’s civic preparedness is one reason for
this emphasis. Another is the low incidence of
critical thinking instruction and practice in
American schools. A third is the link research
has established between the teachisg of
critical thinking skills and high-functioning
citizenship. The ability to generate hypoth-
eses, gather and evaluate evidence, see and
understand competing positions in a contro-
versy, and remain open-minded enough to
change one’s view when the evidence warrants
are key features of democratic deliberation,
now and in times past. Weinstein writes,

The relationship between rational
judgment and political action is so
fundamental in the history of thought
that it hardly bears mentioning. From
Aristotle to Mill rational deliberation
and political actions were so tightly
linked that appropriate political
decisions were seen as impossible in
the absence of adequate deliberation
(1991, 4).

The documents that support the provision of
training and practice in critical thinking
skills—whichinclude decision-makingand
problem-solving skills—include Blankenship
(1990); Boyer (1990); Colville and Clarken
(1992); Hardin (1991); Harwood and Hahn
(1990); Hoge (1988); Mullins (1990); Newmann
(1987); Parker, Mueller, and Wendling (1989);
Parker, Wendling, and Mueller (1988); Thomas
(1984); and Weinstein (1991).

Law-ReLATED EDUCATION

“The law is simply too pervasive and too
important to neglect—much less ignore—in
school-based citizenship programs” (Naylor
1990, 34). The citizenship education research
and other literature includes a great deal of
support for this emerging component of social
studies programs. Law-related education—or
LRE for short—is defined as,

...those organized learning experiences
that provide students and educators
with opportunities to develop the
knowledge and understanding, skills,
attitudes and appreciations necessary
to respond effectively to the law and
legal issues in our complex and chang-

ing society (Study Gi-oup on Law-
Related Education, quoted in Pereira
1988b, 3).

Sources of law, functions of law, legal pro-
cesses, legal roles, and legal principles such as
justice, equality, authority, freedom, and
order, comprise the LRE curriculum.

Effective LRE programs typically involve
extensive interaction among students via
cooperative learning and other interactive
projects, including small group work. mock
trials, role-play activities, and simuiations.
Teachers focus on realistic contznt and bal-
anced treatment of issues and make use of

" outside resource persons who work in the

legal professions. Effective programs also
provide staff development activities to prepare
teachers to work with students in this special-
ized area.

Research findings on the effects of LRE are
summarized by Pereira (1988b):

LRE clearly and indisputably increases
students’ knowledge of the justice
system, government, and the rights
and responsibilities of citizenshipin a
constitutional democracy. There is
also evidence that LRE contributes to
development of skills in civic participa-
tion, decision making, and critical
thinking (3).

Research has also established a link between
LRE program participation and improved
attitudes toward the legal system, reduced
incidence of delinquency (less association with
delinquent peers, less violence, greater
likelihood of reporting delinquent behavior),
and more positive attitudes toward social
studies courses (Colville and Clarken 1992;
Hardin 1991; Hoge 1988; Naylor 1990; Pereira
1988b).

COMMUNITY SERVICE

“Community service efforts build self-esteem
and allow students to experience themselves
as part of the larger network of people who are
helping to create a better world” (Berman
1990, 8). The civic education literature focuses
on areas such as developing interest in the
public good, contributing to one’s community,
precticing civic skills, and enhancing self-
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regard. Researchers and other writers on
the subject of community service programs
have identified a link between these pro-
grams and outcomes (Berman 1990;
Dynneson 1992b; Eveslage 1993; Fowler 1990;
Patrick 1991; Pereira 1990; Rutter and
Newmann 1989; Wood 1990). For maximum
benefit, say these writers, community
service projects should

Address a real need
Integrate and nurture academic skills
Provide opportunities for young people to
be depended upon

* Allow students to analyze problems,
consider and try possible solutions, evalu-
ate results, try again, and reflact on what
they have iearned

* Encourage collaborative problem solving
between student and teacher or other
adult _

® Givestudents considerable responsibility
for organizing their own projects

* Beflexible, offering in-school projects for
students with jobs or family responsibili-
ties

¢ Produce a tangible product as evidence of
accomplishment.

Moreover, write Rutter and Néwmann,

If community service programs are to
enhance civic responsibility, they
should be structured explicitly to deal
directly with issues of student commit-
ment, sense of social responsibility,
and political participation. [They])
should be designed explicitly to foster
social responsibility and commitment
rather than only individual develop-
ment (1989, 59).

GLoBAL EDUCATION

Although some have claimed that education
for U.S. citizenship and education for global
citizenship are in conflict, the civic education
literature portrays them as intertwined and
mutually supportive. Titus (1994) writes,

...civic education for global understand-
ing...includes a renewed engagement
with and dedication to the civic needs
of our nation. It continues to involve
“explicit and continuing study of the
basic concepts and values underlying

PAGE10

our democratic community and
constitutional order” in the United
States (Butts 1988). “It also incorpo-
rates, however, recognition that
Americans are residents of a planet
that has become a global village. This
development requires our civic
attention and action on a trans-
national and transcultural scale” (3).

Those advocating inclusion of the interna-
tional perspective in our civic education
curricula include Avery, et al. (1992);
Blankenship (1990); Boyer (1990); Collins
(1993); Drake (1987); Goodlad (1988);
Harwood (1992); Titus (1994); Tucker (1990);
Watts, Matlock, and Short (1988); and Wraga
(1993). These scholars point out that sepa-
rating ourselves from the world context
provides a distorted picture of U.S. walues
and interests and that, in any case, it is no
longer ‘an option in this era of growing global
interdependence. We need to increase our
awareness of the interaction between na-
tional and international factors such as

..the impact of corporations on global
society, the mounting problems
associated with population increases,
the pressing need to establish world-
wide control of pollution, the ever-
widening gulf between the “haves” and
the “have-nots” of our world; the
desirability of having available some
form of supranational order or control
to assure peace; the whole complex
area of foreign policy decision making,
the growing role of regional organiza-
tions and common markets...(Collins
1993, 26-27).

These are only a few of the global issues that
have and will continue to have profound effects
on the lives of U.S. citizens. As Collins
observes, “in a democratic society, where
public opinion heavily affects the continuum of
choices available to the country’s leaders, a
realistic knowledge of the problems facing the
world is even more critical” (26).

SeeciFic CONTENT

Most of the above discussion has focused on
recommended processes for civic education,
including particular instructional practices. In
addition to these, the civic education litera-
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ture also includes strong advocacy for more
complete and incisive treatment of tradi-
tional civic education content: '

* American History (Boyer 1990; Patrick
1987, 1988; Butts 1988; Franzosa 1989).
According to Boyer, “...all students [should]
study American history...be introduced to
political thinkers...learn about the heri-
tage of other cultures as they prepare to
take their places in a world of diverse
peoples whose destinies have become
intertwined” (6).

* The Constitution and Bill of Rights
(Avery 1988; Butts 1988; Patrick 1987,
1988; Sinatra, Beck, and McKeown 1992).
Whether or not they provide a specific law-
related education course, teachers should
emphasize the applicability of these
documents to the common concerns of
citizens and integrate their content with
facts about the past and current structure
and operations of government. High-
quality learning materials are available
and should be used. Avery strongly
advocates referring to specific groups when
presenting Constitutional principles such
as freedom of expression and assembly,
since students so often fail to see the .
applicability of these principles to individu-
als and groups with whom they disagree
(3).

e Current Events(Butts 1988; Dynneson
1992b; Eveslage 1993; Patrick 1991).
Student surveys reveal that current events
comprise one of their favorite themes in
social studies classes. They can learn
applications of constitutional principles and
increase their global awareness through
the study of current events.

* “Real-World” Issues (Berman 1990;
Blankenship 1990; Craig 1990, Franzosa
1989; Ochoa 1991; Parker 1990; Patrick
1987; Wood 1990). This refrs to peren-
nial—and often controversial—social
issues and to issues of immediate personal
relevance to students. Civic educators
recommend making exploration of these
issues a larger part of the curriculum.

“We ghould,” writes Berman, “listen to and
acknowledge [students’] feelings, give
them multiple perspectives and ways to
apply conflict resolution strategies to
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depolarize conflicts and promote dia-
logue, and give them opportunities for
involvement and action” (79).

ASSESSMENT

Many civic educators, like educators in other
fields, are attempting to change the ways that
student learning is assessed and reported.
Adler, Luhn, and Philbin (1993), Finklestein
(1993), Parker (1989, 1890), Rudner (1991),
and others are pushing for more authentic,
performance-based, integrative assessments
for civic education. Parker’s guidelines are
representative of the move toward improved
approaches to assessment:

¢ Outcomes need to be conceptualized as
tasks—relatively clear cases rather than
amorphous goals.

* The citizenship tasks should be authentic
or genuine; that is, they need to resemble
the real-world challenges faced by demo-
cratic citizens.

¢ The tasks need to be standard setting,
pointing students toward a high, rich level
of knowing while at the same time provid-
ing the specificity that tasks convey.

e Students should be asked to perform just a
few tasks.

¢ The tasks should be attempted by all
students.

* The tasks should generally involve higher-
order thinking—a challenge for which the
student has to go beyond the routine use
of previously learned information.

¢ The tasks should be known to students
well in advance (1990, 18).

Support for Teachers

“Education for responsible citizenship,” writes
Butts, “is a part of the job of all educators who
influence elementary and secondary students,
not only the job of teachers of history, civics,
and government” (1993, 331). Recalling that
the researchers point to insufficient teacher
preparation as one cause of America’s inad-
equate civic education programs, it is impor-
tant to look at their recommendations for
improvement in this area.

PRESERVICE TEACHERS

Researchers and reviewers have identified
needs that they feel should be addressed in
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teacher preparation programs. The follow-
ing recommendations are from the work of
"Colville and Clarken (1992); Dynneson

(1992b); Hardin and Johnson (1991); Levitt
and Longstreet (1993); and Stanton (1987):

* Teacher preparation programs should
consider requiring more coursework in
civic education for future teachers, espe-
cially for multiple-subjects students.

* Teacher training institutions should
prepare their students to serve as models

of social responsibility for students. They °

should select students who are able to
model and teach the sense of social respon-
sibility we wish to engender in our chil-
dren.

'* There is a broader range of approaches to

teaching for citizenship than are typically
provided to preservice teachers; their
academic and professional preparation
should be expanded beyond the “centrist”
model of civic education.

* Teachertraining programs should provide
learning experiences designed to help
prospective teacherg instruct students in
citizenship content, skills, and values.

* Prospective teachers should receive
instruction that will equip them to provide
law-related education courses or units.
Teacher training institutions should
consider requiring such instruction, either
as a course or as integrated into civics and
government courses.

* Studentsin social studies education
methods classes and student teaching
should have opportunities to review basic
constitutional concepts.

* Teachertraining institutions should
encourage gocial science faculty to involve
themselves in the overall teacher prepara-
tion process.

* Teacher training institutionz should foster
future teachers’ capacities for dealing with
controversial issues by providing them
instruction in valuing, “especially in a
complex democracy that has at its very
core controversy and compromise” (Levitt
and Longstreet, 146).
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INSERVICE TEACHERS

Recommendations for support and inservice
training for teachers are offered by Beyer
(1998); Dynneson (1992b); Hardin and Johnson
(1991); Mullins (1990); and Torney-Purta
(1983):

* Citizenship education needs to become an
instructional priority in all schools, regard-
less of grade level, so that teachers can
nurture development of our society’s
citizenship goals.

* Inservice activities should be provided
which familiarize teachers with research
- on effective teaching for responsible
citizenship.

* To implement open classroom climates
characterized by active learning, “teachers
need administrative support and ample
time both for inservice training to imple- . -
ment new teaching strategies and for
planning their courses of study” (Mullins,
4).

* Administrators should share the power
structure of their schools with their
teaching staffs by extending them greater
autonomy over their work and including
them more fully in decisions about school
operations.

* Administrators should assist teachers of
law-related education by informing the
community of its positive effects and
engaging their interest and support.

Obstacles to Change

To improve our civic education programs and
results, educators must become familiar with
these research-based practices and recommen-
dations. This is only the beginning, however,
since there are obstacles other than mere lack
of information that impede implementation of
new approaches. Ochoa (1991), Parker (1989),
Titus(1994), and VanSledright and Grant
(1994) have identified barriers that must be
overcome if we are to make substantial
changes in our approach to education for
citizenship:
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¢ Resistance to analysis or criticism of the
domestic or international practices of the
U.S.

* Resistance to practices other than lecture-
memorize-quiz ‘

¢ Entrenched teacher training practices that

perpetuate these teaching/learning meth-
ods

* Resistance to teachers sharing power with
students

¢ Resistance to assessment methods other
than quantifiable standard achievement
texts ’

¢ Administrator and school board resistance
to giving teachers more influence over
curricularcontent

¢ Resistance by some students to taking
more of the responsibility for their own
learning

¢ School organizational approachesthat
place a higher value on managing students
than on educating them

¢ The“long-standing difficulty schools have
in opening up for sustained study issues
that matter deeply to people but on which
they disagree” (Parker, 354)

* Regarding global education: “Inertia[and]
resistance by some who, alarmed by the
term ‘global,’ may see such efforts as a
threat to national unity” (Titus, 4)

¢ The lack of evaluative criteria for civic
education.

Conclusion

As usual, change will not come easily. The
researchers and other civic education scholars
do, however, make a compelling case for
sustained effort to bring about change. They
remind us that, without proficient, committed,
participating citizens, we cannot preserve our
democratic way of life. Moreover, as ex-
pressed by Parker in his essay on developing
citizenship programs,
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...democratic citizenship is not only a
matter of preserving democracy—it
is also a matter of creating it...the
daily labor of democracy, the “grunt-
work,” involves processes that are
always of the moment that is just
now unfolding; identifying public
problems, deliberating on them
without repression or discrimination,
safeguarding the opposition, opening
the system to the dispossessed,
responding to injustice (1990, 17).

No wonder Naylor (1990, 56), as part of his
advocacy of active, participatory learning, uses
citizen as a verb: “If you want to learn to
‘citizen’,” he says, “you need to do more than
read books and take courses.”
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PAGE 14

students feel free to discuss controversial
issues openly—and several civic knowledge
and attitude measures. Like previous
research, this study found positive rels-
tionships (of varying strengths) between
open classroom climates and all national
and international measures.

Boyer, E. L. “Civic Education for Responsible

Citizens.” Educational Leadership 48/3
(November 1990): 4-7.

Argues that preparing students to assume
citizenship responsibilities is one of the
main purposes of education, claims that
education for citizenship is not adequately
addressed in schools, and discusses the
elements that should comprise civic
education programs.

Butts, R. F. Democratic Values: What the

Schools Should Teack. Paper presented at
the National Conference on the Future of
Civic Education, Washington, DC, October
1988 (ED 307 187).

Presents and discusses the democratic
ideas and values the author believes
should comprise the nation’s civic educa-
tion curriculum. Buttsidentifies the
following twelve core civic values as
fundamental to the theory and practice of
democratic citizenship: the six obligations
of citizenship, including justice, equality,
authority, participation, truth, and patrio-
tism; and the six rights of citizenship,
including freedom, diversity, privacy, due
process, property, and human rights.
Butts calls this group of values the
“Twelve Tables of Civism.”

Butts, R. F. “The Time is Now: To Frame the

Civic Foundations of Teacher Education.”
Journal of Teacher Education 44/56 (No-
vember/December 1993): 326-334.

Calls attention to the absence of specific
civic education content from most of the
reform proposals and efforts of the 1980s.
Outlines the author’s recommended
teacher preparation coursework in the
content and values of U.S. constitutional
democracy. Recommends, in particular,
the approach of the CIVITAS program for
civic education.
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Center for Civic Education. National Stan-

dards for Civics and Government.
Calabasas, CA: Center for Civic Education,
1994.

Specifies what students should know and
be able to do in the field of civics and
govérnment as they complete the fourth,
eighth, and twelfth grades. This U.S.
Department of Education-funded docu-
ment is based upon National Goals 3 and
6, which address knowledge and skills for
capable citizenship.

Collins, H. T. “International Education for

Tomorrow’s Citizens.” The School
Administrator 50/8 (August 1993): 25-30.

Notes that American schools are not
currently preparing globally literate
citizens, explains why global literacy is
important, and offers a series of recom-
mendations for improving American
students’ understanding of the world
beyond U.S. borders.

Colville, J. K., and Clarken, R. H. Developing

Social Responsibility through Law-Related
Education. Paper presented at the Annual
Meeting of the American Educational
Research Association, San Francisco, CA,
April 1992(FD 344 870).

Describes and cites regsearch showing the
effectiveness of law-related education
(LRE)in developing socially responsible
citizens by improving the knowledge,
attitudes, and behavior of LRE students.
LRE courses aim at developing both
content knowledge and abilities such as
clear reasoning, critical thinking, empa-
thy, reflection, and decision making. LRE
also requires in-depth teacher preparation
in the principles and laws on which Ameri-
can society is baged.

Drake, C. “Educating for Responsible Global

Citizenship.” Journal of Geography 86/6
(November/December 1987): 300-306.

Describes an array of pressing interna-
tional problems—widespread poverty,
overpopulation, human rights abuses,
environmental pollution, and so on—
discusses the interrelatedness of the
world’s nations; and makes recommenda-
tions for actions U.S. citizens can take to
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address current world problems. Contact
information is provided for many agencies
and organizations concerned with global
issues.

Drisko, J. “The Responsibilities of Schools in

Civic Education.” Journal of Education
175/1(1993): 105-119.

Identifies three elements that schools
must provide as part of high-quality civic
education: (1) a curriculum based on the
fundamental principals of democracy as
put forth in the nation’s founding docu-
ments, (2) a school culture that is based on
principles of democracy, and (3) opportuni-
ties for students to apply their knowledge
of democracy.

Dynneson, T. L. “What’s Hot and What's Not

in Effective Citizenship Instruction.” The
Social Studies 83/5 (September/October
1992): 197-200.

- Reports the results of a survey of high

school seniors undertaken to identify their
attitudes towards different kinds of citizen-
ship-related activities. Among the findings
were that students were most interested
in current events and activities pertaining
to their personal interests and needs.
Makes recommendations based on find-
ings.

Eveslage, T. E. “The Social Studies and

Scholastic Journalism: Partnersin
Citizenship Eduvcation.” Social Education
57/2 (February 1993): 82-86.

Provides a review of the literature on the
inadequacy of citizenship education in the
1).S., with a focus on the instructional,
resource, and curriculum practices that
perpetuate this inadequacy. Advocates
integrating the social studies curriculum
with school journalism in order to provide
in-depth, hands-on experiences of values,
rights, and responsibilities associated with
citizenship.

Finkelstein, J. M.; Nielsen, L. E.; and Switzer,

T. “Primary Elementary Social Studies
Instruction: A Status Report.” Social
Education 57/2 (February 1993): 64-69.

Discusses research on the ways young
children learn and the kinds of teaching
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approaches that are congruent with
those needs. Then reports the results of
a survey of more than 1200 primary-level
teachers on their preferred and actual
approach to teaching social studies.
Teaching practices were found to be
seriously at odds with the recommenda-
tions of early childhood specialists. Rec-
ommendations are offered.

Fowler, D. “Democracy’s Next Generation.”

Educational Leadership 48/3 (November
1990): 10-15.

Reveals results of a survey of over 1,000
15-24 year-olds and social studies teachers
about their views of citizenship and
citizenship education, and makes recom-

- mendations based on findings. Following
findings about young people’s detach-
ment from public life, the discussion
focuses on hands-on curriculum, commu-
nity service, and voter registration as key
elements in developing actively participat-
ing citizens.

Franzosa, S. D. “Teaching Citizenship.”

Magazine of History 4/2 (Spring 1989): 5-6.

Bemoans the lack of knowledge and
understanding exhibited by contemporary
high school students regarding the nature,
rights, and responsibilities of citizenship.
Discusses the changes that should be made
in the American history curriculum in
order to engage the interest of students
and overcome their apathy and cynicism.

Goodlad, J. I. “The Learner At the World’s

Center.” Social Education 50/6.(October
1986): 424-436.

Reviews historical forces leading to today’s
social, economic, and educational needs
and proposes ways to meet these needs.
Emphasizes the need for today’s students
to develop global awareness and under-
standing; engage in active, contextualized
learning and development of higher-order
mental activities; and have equal access to
knowledge and tools for dealing with the
complexities of the contemporary world.

Hardin, J. P., and Johnson, G. Teachers Speak

Out on Law-Related Education. Summary
Report on the SPICE IV National Teachers’
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Survey. Winston-Salem, NC: Center for
Research and Development in Law-Related
Education, 1991 (ED 371 967).

Reports results of a survey of 1,284 teach-
ers of grades K-12 regarding the kinds of
support they need for teaching law-related
and citizenship education. Alsoreports
positive effects of law-related/citizenship
education on student achievement, atti-
tudes, behavior, class participation levels,
and critical thinking skills.

Harwood, A. M. “Classroom Climate and Civic

Education in Secondary Social Studies
Research: Antecedents and Findings.”
Theory and Research in Social Education
20/1 (Winter 1992): 47-86.

Reviews research from the 1960sforward
that investigated the relationships be-
tween climate measures in social studies
classrooms and student attitudes toward
the political process. In general, “open”
classroom environments featuring student
participation and free expression have a
positive effect on student attitudes toward
politics. Some—but less—evidence indi-
cates that open classroom climates also
positively impact political knowledge and
political participation.

Harwood, A. M. The Effects of Close Up

Farticipation on High School Students’
Political Attitudes. Paper presented at the
Annual Meeting of the American Educa-
tional Research Association, Boston, MA,
April 1990(ED 320 846).

Compares the attitudes of Georgia second-
ary students who participated in a week-

. long, intensive, on-site, :xperiential

citizenship education program in Washing-
ton, DC, with those of similar students
who participated in a citizenship education
program at their home schools. Experien-
tial program students exhibited more
positive change from pre- to post-test in
both political attitudes and political partici-
pation than did control students.

Hax"wood, A. M., and Hahn, C. L. Controver-

sial Issues in the Classroom. ERIC Digest.
Bloomington, IN: ERIC Clearinghouse for
Social Studies/Social Science Education,
September 1990 (ED 327 453).
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Proceeds from the assumption that “the
essence of healthy democracy is open
dialogue about issues of public concern,”
and identifies research findings about
effective approaches for holding classroom
discussions on controversial issues.

Hastings, W. L. “Political Socialization

Themes in the Post-Watergate Era.”
Social Education 50/6 (October 1986): 453-
457.

Compares the survey responses of three
populations toward democracy and govern-
ment “to discover whether... democratic
values have changed since 1968.” Students
who were in grade 12 in 1968, 1972, and
1984 completed the same -ttitude instru-
ment. Results showed increased cynicism
over time in all subject areas investi-
gated—the social role of government, law
and legal procedures, minority rights, and
political participation. The author credits
this trend to events such as Watergate and
the deficit increase of the Reagan years,
which he feels have eroded the confidence
of young adults.

Hepburn, M. A. Demaocratic Schooling and

Citizenship Education: What Does the
Resec'rch Reveal? Paper presented at the
Annual Meeting of the Social Science
Education Consortium, East Lansing, MI,
June 1982 (ED 014 109).

Examines four major research studies
comparing democratically operated class-
roomg and schools with more autocratic or
anarchistic ones. Democratic settings
were characterized by encouragement of
student self-expression and self-monitor-
ing; opportunities for students to influence
activities; fairness in disciplinary and
reward structures; and cooperative efforts
by administrators, teachers, and students.
By comparison with other kinds of set-
tings, the more democratically operated
schools and classrooms exhibited less
violence, fewer crimes, better student
attitudes and self-control, more student
time on task, and more positive student
political attitudes.

Hoge, J. D. Civic Education in Schools. ERIC

Digest. Bloomington, IN: ERIC Clearing-
house for Social Studies/Social Science
Education, December 1985 (ED 301 531).
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Defines and describes civic education as
it is currently conducted in the U.S,;
discusses the inadequacy of most civic
education for preparing knowledgeable
and participating citizens; and cites
research findings on effective practices
which, if more widely used, could im-
prove the quality of civic education.

Hyland, J. T. Teaching About the Constitu-

tion: Relationships between Teachers’
Subject Matter Knowledge, Pedagogic
Beliefsand Instructional Decision Making
Regarding Selection of Content, Materials,
and Activities: Summary of Research
Findings. Los Angeles, CA: Los Angeles
Unified School District, 1985 (ED 273 557).

Reports results of an observational study
of junior high school teachers as they
taught eighth graders about the U.S.
Constitution. Researchers found the
teachers’ knowledge about the Constitu-
tion very limited, their beliefs about
teaching repressive, their attitudes toward

-students demeaning, and their instruc-

tional methods inadequate for giving
students anything beyond the most super-
ficial knowledge ahout “the supreme law of
ourland.”

Kickbusch, K. W. “Civic Education and

Preservice Educators: Extending the
Boundaries of Discourse.” Theory and
Research in Social Education 25/3 (Sum-
mer 1987): 173-188.

Reports on a study in which seven student
teachers in social studies classrooms were
observed and interviewed to learn about
their teaching goals and strategies. Sub-
jects had a narrow range of pedagogical
skills and kept to the “centrist” position on
civic education, an approach characterized
by passive learning and recitation of facts.
The authors call for teacher preparation
programs to educate aspiring teachersin a
broader range of civics content and a wider
array of teaching skills.

Leppard, L. J. “Discovering a Democratic

Tradit’on and Educating for Public Poli-
tics.” wocial Education 57/1 (January
1993): 23-26.

Arguesthat meaningful participationin
politics requires active involvement in
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study, deliberation, and interaction with
others—not merely being fed information
and invited to choose between prepackaged
options. Indicates that the social studies
approach called National Issues Forums in
the Classroom provides a structure for
meaningful involvement by helping
students to i2arn about issues and wscuss
their meaning, importance, and potential
solutions and to achieve consensus with
others.

Levitt, G. A., and Longstreet, W. S. “Contro-
versy and the Teaching of Authentic Civic
Values.” The Social Studies 84/4 (July/
August 1993): 142-148.

Argues that discussion of controversial
matters in classrooms is essential to
developing authentic civic values in
students. Since this is itself a controver-
sial matter, the authors offer recommen-
dations for preservice teacher education
and guidelines to help teachers pursue
more candid classroom discussions without
alienating their communities or jeopardiz-
ing their jobs. Includes two model iesson
outlines and a listing of resource agencies.

Mabe, A. R. “Moral and Practical Foundations
for Civic Education.” The Social Studies
84/4 (July/August 1993): 163-157.

Argues that civic education must include
moral education of a secular kind in order
to develop the kinds of citizens we want.
The author regards theories of social
justice, the practice of democratic prin-
ciples in schools and classrooms, and
community-based experiences as essential
components of a civic/moral education
program.

Morse, S. W. “The Practice of Citizenship:
Learn by Doing.” The Social Studies 84/4
(July/August 1993): 164-167.

Identifies the kinds of school- and commu-
nity-based activities students can pursuein
order to gain practice in the knowledge
and skills of citizenship. Recommends
democratically run classrooms and com-
munity service participation as means by
which students can build and practice
citizenship skills.
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Mullins, S. L. Social Studies for the 21st

Century: Recommendations of the Na-
tional Commission on Social Studies in the
Schools. ERIC Digest. Bloomington, IN:
ERIC Clearinghouse for Social Studies/
Social Science Education, November 1990
(ED329484).

Summarizes the recommendations made
by the National Commission on Social
Studies in the Schools for curriculum
content and teaching strategies to be used
with each age group, K-12. Key recom-
mendations include that students should
develop citizenship skills as well as knowl-
edge via active learning approaches in
reading, writing, observing, debating, role
play, simulations, use of statistics, decision
making, and problem solving.

Naylor, D. T. “Educating for Citizenship: LRE

and the Social Studies.” Update on Law-
Related Education 14/2(Spring 1990); 33-
36, 56.

Asserts that law-related education (LRE)
needs to be thoroughly integrated into
social studies programs at the elementary
and secondary levels, rather than being
relegated to a “special event” or high
school elective course. Identifies suitable
points in the typical social studies curricu-
lum for inclusion of LRE activities.

Newmann, F. M. Citizenship Education in the

United States: A Statement of Needs.
Paper presented at the National Confer-
ence on Civic Renewal, Boston, MA, '
November 1987 (ED 307 203).

Identifies reasons for the failure of reform
efforts in citizenship education, despite
widespread agreement that reform is
needed. Specifies issues that reformers
should address and culls for teacher
involvement in reform efforts. Insists on
instruction thatincludes direct student
experience with citizenship functions and
issues.

Newmann, F. M. “Reflective Civic Participa-

tion.” Social Education 53/6 (October
1989): 357-360, 366.

Argues that programs designed to foster
civic participation in students must also
include opportunities for them to reflect
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about participation. Describes the kinds
of issues that emerge when people
engage in community participation and
suggests ways that educators can help
students to deal with these issues.

Ochoa, A. Informed and Reasoning Citizens:

AnInterdisciplinary Matter. Paper pre-
sented at the Annual Meeting of tha
American Educational Research Associa-
tion, Washington, DC, April 1991 (ED 338
519).

Argues that the preparation of informed
and thoughtful citizens requires two
qualities not commonly present in school
social studies programs: (1) true integra-
tion of history, political science, geogra-
phy, and other disciplines and (2) instruc-
tional approaches that build students’
gkills in raising questions, gathering and
evaluating evidence, identifying assump-
tions, challenging arguments, defending
positions, and so on, rather than passively
receiving lectures. Barriers to the imple-
mentation of such changes are identified.

Parker, W. C. “Assessing Citizenship.” Educa-

tional Leadership 48/3 (November 1990):
17-22.

Discusses the need for sound planning for
citizenship education within the social
studies curriculum. Identifies guidelines
for developing effective citizenship educa-
tion and assessments and cites specific
examples of units for different grade levels
that can help schools meet their learning
goals for students.

Parker, W. C. “Participatory Citizenship:

Civics in the Strong Sense.” Social Educa-
tion 53/6 (October 1989); 353-354.

Identifies and describes the components of
a strong civics program, including relevant
knowledge, an environment that encour-
ages students to think and act on behalf
of the public good, and participation
through sustained dialogue about issues of
public importance. Also identifies ob-
stacles to implementing these elements.

Parker, W. C. “Why Ethics in Citizenship

Education?” Social Studies and the Young
Learner 1/1 (September/October 1988):
3-5.
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Asserts that citi'- aship education should
consciously and deliberately include
instruction and practice in ethics and
values. Three reasons are offered and
arpued: that it is impossible not to trans-
mit values in education; that the effective
functioning of a democracy demands
ethically grounded citizens; and that our
social, relational lives are healthier and
happier when guided by ethical principles
such as caring and compassion.

Parker, W. C.; Mueller, M.; and Wendling, L.

“Critical Reasoning on Civic Issues.”
Theory and Research in Social Education
27/1 (Winter 1989): 7-32.

Reports results of a study of the critical
reasoning skills of 24 senior high school
students as expressed in four-paragraph
essays they were asked to develop follow-
ing a specific format. Their simplistic
arguments and poorly constructed counter-
arguments indicated a need for instruction
in dialectical reasoning on civic issues.

See Parker, Wendling, and Mueller (1988)
below.

Parker, W. C.; Wendling, L.; and Mueller, M.

Critical Thinking and Curriculum Design
in the Civic Domain. Paper presented at
the Annual Meeting of the American
Educational Research Association, New
Orleans, LA, April 1988 (ED 295 992).

Discusses the effect on thinking critically
and expressing ideas produced by student
participation in a one-month residential
citizen leadership institute during the
summer preceding their senior year.
Intensive analysis, discussion and writing
about civic problems from the local to the
global level led to dramatic improvements
in students’ ability to prepare a cogent
essay exhibiting complex dialectical
reasoning. Implications for curriculum
design are drawn. £:2e previcus entry.

Patrick, J.J. Education on the U.S. Constitu-

tion. ERIC Digest. Bloomington, IN:
ERIC Clearinghouse for Social Studies/
Social Science Education, May 1987 (ED
285801). .

Provides a digest of information on the
way the U.S. Constitution is taught in the
public schools, citizens’ levels of knowl-
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edge about the Constitution, problems of
ingufficient knowledge and understand-
ing, and recommendations for improve-

ments in teaching about the Constitution.

Patrick, J. J. Teaching the Bill of Rights.

ERIC Digest. Bloomington, IN: ERIC
Clearinghouse for Social Studies/Social
Science Eduzation, October 1988 (ED 208
076).

Summarizes research on the manner in
which the Bill of Rights is taught in
schools, the deficiencies in students’ and
adults’ knowledge concerning the Bill of
Rights and issues to which it pertains, and
approaches to teaching that could be
expected to improve students’ knowledge
and understanding of this important
document.

Patrick, J. J. Teaching the Responsibilities of

Citizenship. ERIC Digest. Bloomington, -
IN: Clearinghouse for Social Studies/
Social Science Education, April 1991 (ED
332929).

Summarizes literature on the importance
of learning citizenship responsibilities, the
deficiencies in students’ learning in this
area, and actions the home and the school
can take to improve students’ preparation
for assuming the responsibilities of citizen-
ship.

Pereira, C. Law-Related Education in Elemen-

tary and Secondary Schools. ERIC Digest.
Bloomington, IN: Clearinghouse for Social
Studies/Social Science Education, 1988 (ED
296948).

Defineslaw-related education (LRE),
describes its role in the social studies
curriculum, cites research findings on
effective LRE practices, and recommends
staff development practices to equip
teachers to operate successful LRE pro-
grams.

Pratte, R. “Civic Education in a Democracy.”
Theory Into Practice 27/4 (Fall 1988): 303- -

312,

Describes problems with civic education as
it is usualiy practiced in the schools and
suggests an alternative approach. Con-
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tends that teachers should focus on the
moral significance of all school subject
matter as they teach so that students will
acquire both the disposition and the habit
of acting for the public good.

Rowe, J. W. “To Develop Thinking Citizens.”

Educational Leadership 48/3(November
1990): 43-44.

- Describes elementary school social studies

students’ use of a simulated town meeting
to address actual issues faced by their
community. Review and discussion of
issues called for development of content
knowledge plus skills in critical thinking,
decision making, problem solving, re-
search, communication and cooperation.

Rudner, L. M. Assessing Civics Education.

ERIC Digest. Washington, DC: ERIC
Clearinghouse on Tests, Measurement,
and Evaluation, May 1991 (ED 338 698).

Provides general guidelines for those who
will be assessing the civics learning of
elementary and secondary students. Also
identifies a variety oftechniques that can
produce more meaningfui and accurate
data than mu'tiple-choice or true-false
tests, including group projects, interviews,
essay questions, informal observation,
formal observation, and individual student
projects.

Rutter, R. A., and Newmann, F. M. “The

Potential of Community Service to En-
hance Civic Responsibility.” Social Educa-
tion 53/6 (October 1989): 371-374.

Discusses findings from a study of the
nature and outcomes of community service
programs. Since participants exhibited
growth in personal development but not on
several measures of civic responsibility,
the researchers recommend that commu-
nity service programs be specifically
designed to foster civic responsibility in
participants.

Sinatra, G. M.; Beck, 1. L.; and McKeown,

M. G. “A Longitudinal Characterization
of Young Students’ Knowledge of Their
Country’s Government.” American Educa-
tional Research Journal 29/3 (Fall 1992);
633-661.
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Examines the effect of fifth and eighth
grade social studies instruction on stu-
dents’ understanding of the U.S. govern-
ment, particularly the notion of citizen
representation. Students were inter-
viewed on four occasions over a three-year
pe. od, giving responses that were charac-
terized by sameness rather than growth
and focused on the structure of govern-
ment rather than its historical or philo-
sophicalunderpinnings.

Stanton, G. E. “The Civic Education Back-
ground of Future Teachers.” Social
Studies Review 26/3 (Spring 1987): 36-46.

Presents findings from a study of the civic
education knowledge of 425 college stu-
dents in teacher preparation programs in
California. Findingsindicate that most
teachers-in-training, particularly those
preparing to become elementary teachers,
had a very limited grasp of civic education
concepts. Recommendations are offered
for improving the preparation of preservice
teachers. :

Thomas, G. R. “Commitment and Action:
New Directions in Citizenship Education
Research.” History and Social Science
Teacher 19/4(May 1984): 238-239.

Reviews literature on the relationship
between student participation in social
studies classes and commitment to civic
activism. Concludes that most students
are passive learners in the classroom and
passive citizens outside of school. Sug-
gests approaches to teaching social studies
which can help students become question-
ing, critical learners and active citizens.

Titus, C. Civic Education for Global Under-
standing. ERIC Digest. Bloomington, IN:
ERIC Clearinghouse for Social Studies/
Social Science Education, April 1894 (ED
370882).

Draws from the work of contemporary
social studies and social science program
developers to identify the civic education
content these experts recommend. Calls
for a shift to curricula that emphasize both
U.S. history and government and acquaint
students with the contemporary interna-
tional context. Identifies proposed curricu-
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lum and instructional changes and
barriers faced by those who support
changes.

Torney-Purta, J. “Psychological Perspectives

on Enhancing Civic Education Through the
Education of Teachers.” Journal of
Teacher Education 34/6 (November/
December 1583): 30-34.

Reviews research on relationships between
classroom climate and students’ grasp of
and interest in citizenship in a democracy.
Makes research-based recommendations
for teacher education activities that
enhance teachers’ abilities to foster civic
concern and participation in their stu-
dents.

Tucker, d. L. Citizenship Education through

the Eyes of Elementary School Principals.
Paper presented at the Annual Meeting of
the Social Science Education Consortium,
Palo Alto, CA, June 1986 (ED 275 574).

Investigates the priorities placed by
elementary principals in Florida on four
dimensions of citizenship education—
moral and ethical, interpersonal under-
standings, enculturation, and citizenship
participation. Principals assigned alow
priority to enculturation and citizenship
participation and seemed largely unaware
that citizenship education is a major focus
of the social studies curriculum.

Tucker, J. L. Global Change and American

43

Citizenship Education: The Vital Role of
History. Paper presented at the Annual
Meeting of the Social Science Education -
Consortium, Evanston, IL, June 1990 (ED
337404).

Argues that citizenship education should
be linked with international education to
familiarize students with the global.
context in which the actions of the U.S.
take place. Claims that history instruc-
tion, too, should include the international
events and influences so often lacking
from discussions of America’s history.
Identifies reasons that awareness of global
contexts is becoming more important than
ever before, and quotes many individuals
and associations who are calling for
increased international focus.
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VanSledright, B. A., and Grant, S. F. “Citi-
zenship Education and the Persistent
Nature of Classroom Teaching Dilem-
mas.” Theory and Research in Social
Education 22/3 (Summer 1994): 305-339.

Examines the citizenship education beliefs
and teaching behaviors of three elemen-
tary teachers in relation to Cornbleth’s
description of citizenship education as
“illusory,” “technical” or “constructive.”
Concludes that the active, self-directed,
democratic approach termed “constructive”
is difficult to achieve in classrooms,
because democratic functioning is at odds
with school goals and because curricular
content is determined by administrators,
school boards, and others outside the
classroom.

Wade, R. C., and Everett, S. “Civic Participa-
tion in Third Grade Social Studies Text-
books.” Sacial Education 55/8 (September
1994): 308-311.

Discusses findings from a review of four
texts for third graders to (1) identify the
kinds of civic participatio:.. mentioned,
(2) compare them with portrayals in

. texts from the 1960s and 1970s, and
(3) determine whether civic participation
options for children were presented. In
general, the contemporary texts pre-
sented a more active, involved portrayal
of citizenship than the older texts, and
children in community service activities
were portrayed.

Weinstein, M. Critical Thinking and Educa-
tion for Democracy. Resource Publication
Series 4, No. 2. Upper Montclair, NJ:
Montclair State College; New Jersey
Institute for Critical Thinking, 1991 (ED
363573).

Arguesthat instruction and practice in
critical thinking is excellent preparation
for students as they take on the responsi-
bilities of citizenship. Theories of critical
thinking experts are invoked to illustrate
the suitability of critical thinking models
for developing the capacity for “rational
deliberation” that is needed for capable
citizenship.
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Wood, G. H. “The Hope for Civic Education.”

Theory Into Practice 27/4 (Fall 1988):
296-302.

Refutes the widely held notions that the
main purpose of public education is to
prepare young people for the workforce
and that business and industrial problems
are largely the fault of the schools. Argues
that education’s major purpose is to
prepare citizens to participate actively in
a democracy. Briefly describes projects
that give both teachers and students
practice in participatory citizenship.

Wood, G. H. "I‘eachihg for Democracy.”

Educational Leadership 48/3 (November
1990): 32-37.

Describes commonalities among several
urban, suburban, and rural schools around
the U. 8. that give students a sense of
community and direct experience as
participating citizens. Elements include
(1) small home groups or “advisories” -
where students can share with an adult
advisor and other students, and receive
academic and personal support,

(2) student groups that stay with the
same teacher for more than one year,

(3) multiage grouping, (4) cooperative
learning, (5) hands-on lessons for active
learning, (6) learning activities that are
relevant to students’ lives, and

(7) contributions to the larger community
through service projects.

General References

Adler, S. A.; Luhn, C. A.; and Philbin, J.

“Participatory Citizenship: Made and
Remade for Each Generation.” Interna-
tional Journal of Social Education 8/1
(Spring 1993): 67-74.

Provides a critique of the treatment of
citizenship education in America 2000,
arguing that references to citizenship
education are without substance and
pointing out that social studies as a
discipline is not even mentioned. The
authors also claim that traditional testing
practices do not assess the kinds of highcr-
level reasoning good social studies instruc-
tion seeks to impart.
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Avery, P.; Hoffman, D.; Sullivan, J.; Bird, K,;

Johnstone, S.; Thalhammer, K.; Fried,
A.; and Theiss-Morse, B. Tolerance for
Diversity of Beliefs: A Secondary Cur-
riculum Unit. Boulder, CO: Social
Science Education Consortium, Inc., 1993
- (ED 365 595).

Responds to the lack of in-depth examina-
tion of key constitutional issues in
current curricula by offering a six-week,
eight-lesson curriculum focusing on
tolerance and intolerance as political
concepts and as historical phenomena.
The curriculum is based on the authors’
conviction that “tolerance for diverse
beliefs is critical to a democracy...and an
important area of inquiry within citizen-
ship education,” but no particular “right
answers” are advocated. Learning
activities include case studies, role
playing, simulations, mock interviews,
and journal keeping.

Barth, J. L. “America 2000 Goal 3: A Reac-

tionary Reform of Citizenship Education.”
International Journal of Social Education
&/1(Spring 1993): 59-66.

Offers a critique of the narrow conception
of citizenship education presented in Goal
3, claiming that political rather than
educational considerations have driven the
goal development process. Argues for a
return to a broader conception of social
studies and citizenship education and
encourages social studies teachers to join
him in working toward this change.

Brandhorst, A. R. “Teaching Twenty-First

Century Citizenship: Social Psychological
Foundations.” Theory and Research in
Seocial Education 18/2(Spring 1990): 1657-
168.

Claims that America’s “economic model of
human decision making,” which holds that
what is good for the individual is good for
the group, has led to serious, worldwide
social dilemmas and needs to be replaced
by a “justice-based model” that focuses on
the well-being of the group. Likewise
claims that the American focus on “pri-
mary control” (control of others and the
physical world) needs to be tempered with
“sacondary control” (contro} of self).
Indicates that social studies curricula
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should be changed so as to encourage self-
restraint and concern for group welfare.

Callan, E. “Beyond Sentimental Civic Educa-

tion.” The American Journal of Education
102 (February 1994): 190-221.

Describes two extreme points of view
toward politics and government—ablind,
uncritical patri  m that the author views
as “sentimental,” and a hyperecritical
outlook that leads to cynicism and apathy.
Offers a third position—a conception of
political virtue that allows for both critical
thinking and patriotic feeling.

Congress of the United States. Goals 2000:

Educate America Act. HR 1804. Washing-
ton, DC: Congress of the United States,
January 25, 1994.

Identifies and describes national goals in
eight areas to be achieved by the year
2000, as ratified by Congress in 1894. The
areas addressed include school readiness;
school completion; studént achievement
and citizenship; teacher education and
professional development; mathematics
and science; adult-literacy and lifelong
learning; safe, disciplined, and alcohol- and
drug-free schools; and parental participa-
tion.

Craig, E. “Want to Teach Social Responsibil-

ity? Start With Political Philosophy.”
Educational Leadership 48/3 (November
1990): 87-88.

Describes the We the People...program
developed by the Center for Civic Educa-
tion in Calabasas, California. Offering
activities for both elementary and second-
ary levels, the program engages students
in examining concepts such as “civic
virtue” and “common welfare” by linking
them with students’ own life experiences.
Participation in activities such as simu-
lated congressional hearings gives stu-

- dents firsthand experience with the

workings of government.

Dynneson, T. L. “What Does Good Citizenship

Mean to Students?” Social Education 56/1
(Janaary 1992): 56-58.

Reports results from two studies under-
taken to determine what qualities high
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school seniors believe to comprise good
citizenship. From surveys completed by
more than 700 subjects, researchers
identified and rank ordered ten character-
istics. Among the findings—*“ability to
make wise decisions” and “concern for
welfare of others” were the highest-ranked
citizenship attributes.

Finkelstein, B. “Rescuing Civic Learning:
Some Prescriptions for the 1990s8.” Theory
Into Practice 27/4 (Fall 1988): 250-255.

Describes the approaches taken by differ-
ent rformers to improve civic education.
Uses “imilarities noted across the work of
these reformers as the basis for a vision of
civic education that incorporates the
intellectual and moral elements the author
believes have been lost.

Golden, K. “The Relationship Between Voting
Knowledge and Voting Attitudes of Se-
lected Ninth and Tenth Grade Students.”
Social Studies Journal 14 (Spring 1985):
10-15.

Discusses a study conducted by the author,
a high school social stud1es teacher,
determine whether improvements in
student knowledge about voting would
increase their sense of the importance of
voting. The author concludes that atti-
tudes improved, but, unfortunately, she
gives little information about the treat-
ment, instruments, or other features of
the study.

Goodman, J. “Education for Critical Democ-

racy.” Journal of Education 171/2 (1989):
88-116.

Draws upon the work of John Dewey to
argue for a “connectionist” view of democ-
racy. Whereas democracy is generally
taught primarily as a form of government,
Goodman claims that eaucation should
teach democracy as a mode of living with
one’s fellows, Argues that there is too
much focus on individualism in schools and
in society and that the teaching of democ-
racy should therefore focus primarily on
community and the public good.

Hodgkinson, H. The Context of 21st-Century
Civics and Citizenship. Paper presented at
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the National Conference on the Future of
Civic Education, Washington, DC, October
1988(ED 310984).

Projects U.S. demographic trends to
provide a profile of the future U.S. popula-
tion, with special focus on the school
population for whom educators must begin
planning. Shortly after the year 2000,
(1) nearly half of all students will be
ethnic minorities; (2) the school popula-
tion will be characterized by poverty,
cultural and language diversity, and
physical and emotional handicaps; and
(3) education is likely to compete with
society’s growing population of senior
citizens for resources. The author calls
for serving all children, saying “we need
them all to do well.”

Houston,J E.(ed.). Thesaurus ofERIC

Descriptors. 12th Edition. Phoenix, AZ:
Oryx Press, 1990.

Lays out the indexing system of the -
Educational Resources Information Center
(ERIC), including “scope notes”—defini-
tions of educational terms based on the
way these terms are used across thou-
sands of educational documents.

Miller, J. D. Effective Participation: A Stan-

dard for Social Science Education. Paper
presented at the Annual Meeting of the
Social Science Education Consortium,
Racine, WI, June 1985 (ED 265 083).

Investigates the relationship between
taking secondary social studies courses
and levels of political participation follow-
ing high school. Data from two large-scale
studies were used. Neither numbers nor
kinds of social studies classes correlated
with later political participation. What
were found to correlate positively with
postsecondary political purticipation were
(1) involvement in: a strong academic
program and {2) involvement in extracur-
ricular activities—two variables also
positively related to high-SES. Thus,
social studies coursework by lower and
middle SES did not interrupt “the upper
SES domination of the political process.”

Parker, W. C. “Curriculum for Democracy.”

R
N

in Democracy, Education, and the
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Schools, edited by R. Soder. San Fran-
cisco: Jossey-Bass, 1996, 182-210.

Discusses the inadequacy of the public
school civics curriculum to educate knowl-
edgeable, practicing democrats. Recom-
mends an approach to curriculum develop-
ment that observes the key principles of
“teaching the aim,” knowledge-in-use (or
situated knowledge), face-to-face discus-
sion, reflective scitizen action, diverse
perspectives, democratic values, and
multiple associations with other in which
issues of living and working in groups are
addressed. Notes that “Problems of
Democracy” curricula have already incor-
porated some of these principles and can
be built upon by contemporary curricu-
lum developers.

Pereira, C. Educating ESL Students for

Citizenshiyp in a Llemocratic Society. ERIC
Digest. Bloomington, IN: ERIC Clearing-
house for Social Studies/Social Science
Education, November 1993 (ED 337 138).

Draws from a variety of ESL and social
studies sources to develop recommenda-
tions for programs to build the citizenship
knowledge and skills of immigrant stu-
dents. Major recommendations include
professional development activities for
both ESL and social studies teachers
working with non-native speakers and the
use of cooperative learning strategies for
building both language and citizenship
gkills.

Pereira, C. “Educating for Citizenship in the
Elementary Grades.” Phi Delta Kappan
69/6 (February 1988): 429-431.

Describes the Educating for Citizenship
program, which involves students in
grades K-4 in hands-on activities designed
to develop an understanding of rights,
responsibilities, and approaches to gover-
nance in a democracy. Featuring class
discussion, brainstorming, role play,
elections, divergent questions, decision
making and problem solving, the pro-
gram has been highly successful in
building citizenship skills in the more
than 50 Maryland schools that use it.
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Pereira, C. Personal communication. No-

vember 1995.

Argues, in her response to a review draft
of this paper, that examples of acting on
behalf of the common good should be
provided, e.g., volunteerism, voting,
serving on juries, and petitioning the
government as an avenue to change.

Pereira, C.; Dolenga, J.; and Rolzinski, C. A.

“Teaching Citizenship Through Commu-
nity Service.” Social Studies and the
Young Learner 3/2 (November/December
1990): 1-4.

Explains the ways in which community
service experiences build citizenship
awareness and skills in students, identifies
and describes suitable places in the school
curriculum for community service
projects, and cites the attributes of a
quality community service program.

Petrini, G. C., and Fleming, D. B. “A History

of Social Studies Skills.” Theory and
Research in Social Education 18/3
(Summer 1990): 233-247.

Traces the history of social studies educa-
ion in the U.S. to identify what were
considered to be social studies skills during
different periods in the past. Citizenship,
inquiry, study, and thinking skills appear
in various combinations at different time
periods. No definitive, agreed-upon list of
social studies skills has ever emerged.

Ross, D. D., and Bondy, E. “Classroom Man-

agement for Responsible Citizenship:
Practical Strategies for Teachers.” Social
Education 57/6 (October 1993): 326-328.

Argues that, while the research on effec-
tive classroom management techniques is
valuable and useful, application of these
techniques alone does not help students to
become responsible citizens. Offers a
series of recommendations that combine
classroom management research findings
with approaches for fostering responsible
citizenship.

Sidelnick, D. J. “Effects of Ability, Grade, and

Gender on Three Measures of Citizenship
with High School Students.” The Social
Studies 80/3 (May/June 1989): 92-97.

PAGE 25




Examines the relationships between
characteristics of ninth and twelfth grade
survey respondents and the citizenship
variables of respect for law, attitude
toward others’ opinions and beliefs, and
freedoms as guaranteed by the Bill of
Rights. The most notable finding was that
the views of low-ability students were
considerably more dogmatic and less
democratic than those of other students.
The author makes curriculum recommen-
dations based on findings.

Sleepef, M.; Strom, M. S.; and Zabierek, H. C.
“Facing History and Ourselves.” Educa-
tional Leadership 48/3 (November 1990): .
84-86.

Describes the program, Facing History
and Ourselves, in which junior and senior
high school students study events sur-
rounding the Holocaust and apply the
lessons of those historical events to
actual and potential events in their own
lives. They learn that “evil and injustice
begin with small steps of conforming,
accepting, and not thinking about what is
happening.”

Tworek, R.J. The Effectiveness of Videotape
Recordings in Teaching on the Achieve-
ment of Ninth Grade Students in Citizen-
ship Classes. Atlanta, GA: Georgia State
University, 1992 (ED 346 833).

Compares the examination scores of ninth
graders who viewed three videotapes as
“part of a unit on taxes in American
history with the scores of students who
studied the same material without
viewing the videotapes. There was no
statistically significant difference be-
tween the test scores of the groups.

Warren, D. “Original Intents: Public Schools
as Civic Education.” Theory Into Practice
27/4 (Fall 1988): 243-249,

Traces the history of education in the
U.S., focusing on the evolution of attitudes
about the role of the school in preparing
people to function in citizenship roles.
Claims that the ambivalence people
express today about the civic role of
education has roots in the recurring
conflicts that have occurred throughout
the nation’s history.
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Watts, W. D.; Matlock, D. T.; and Short, A.

Patterns of Social Fragmentation and
Cohesion: The Social Context of 21st
Century Education for Citizenship.
Paper presented at the National Confer-
ence on the Future of Civic Education,
Washington, DC, October 1988 (ED 307
194), : '

Calls attention to the economic, demo-
graphic, political, and social forces that are
shaping the modern world and argues that
civic education needs to include aware-
ness of these forces and strategies for
dealing with the issues they raise. Calls
for civic education that includes global
awareness, acceptance and celebration of
cultural differences, and activities to
“rebuild the lost sense of community.”

Whuite, C. S. “Information Technolo‘gy and

Representative Government: Educating
an Informed and Participative Citizenry.”
Journal of Social Studies Research 13/1
(Winter 1989): 8-14.

Discusses the potential of technology for
helping citizens to become more informed
and involved in the democratic process.
Identifies which effects on citizen knowl-
edge and participation are truly possible
and reasonable to expect and which are
unlikely to occur. Recommends activities
that are more likely to arouse citizen
interest in social and political issues than
merely making information technology
available on a large scale. '

Wolf, A. “The Fate of Teaching Constitutional

Principles to Middle School Students.”
Social Studies Review 30/1 (Fall 1990); 15-
26.

Presents and documents three issues:

that the Constitutional rights of public
school students in California (and else-
where, speculates the author) are fre-
quently ignored; that California students
frequently are not taught about the
Constitution and Bill of Rights until grades
11 or 12, in violation of state guidelines;
and that many California teachers are
teaching social studies without a credential
in the subject area and/or perform poorly
on a 10-item multiple choice test about
Constitutional principles.
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Womack, S. T., and King, O. R. A Case for
Citizenship Educationinthe Early Years.
Durant, OK: Southeastern Oklahoma
State University; Huntsville, TX: Sam
Houston State University, March 1982 (ED
220357).

Reports results of a survey of students in
grades 5, 8, and 11 regarding their atti-
tudes toward eight societal components
related to citizenship: country, state,
neighborhood, voluntary membership
organizations, religious organizations,
school, home, and self. Since attitudes
were already established by grade 5, the
authorsrecommend beginning citizenship
education early in children’s school experi-
ence.

Wraga, W. G. “The Interdisciplinary Im-
perative for Citizenship Education.”
Theory and Research in Social Educa-
tion 21/3 (Summer 1993): 201-231.

Arguesthat only well-designed interdisci-

plinary programming will equip young

people with the knowledge and skills

necessary to function effectively as citi-

zens. Briefly describes an interdisciplinary : .
program for citizenship education and

identifies teacher preparation and other

requirements for its implementation.

This publication is based on work sponsored wholly, or in past, by the Office of Educational Research and Improvement
(OERD), US. Department of Education, undet Contract Number RP91002001. 'The contenti of this publication does not
necessarily reflect the views of OERI, the Department, or any other agency of the U.S. Government.

This publication is in the public domain and may be reproduced and disseminatsd without permission. Please acknowl-
edge NWREL as the developer.
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ScHooL IMPROVEMENT RESEARCH SERIES

- Ifrestructuring truly is an aim of
school reform, then the scale of school-
ing is a major structural issue.
—Craig Howley, 1994

Is it possible to get people to pay

- attention to the virtues of smallness as
well as the virtues of scale? '
—Kent McGuire, 1989

Introduction
There isa natural predilection in
American education toward enormity,
and it does not serve schools well.
—William J. Fowler, Jr., 1892

Schools keep getting bigger and bigger. .

Between 1940 and 1990, the total number of

elementary and secondary public schools
declined 69 percent—from approximately
200,000 to 62,037—despite a 70 percent
increase in the U.S. population (Walberg 1992;
Howley 1994). Consequently, the average
school enrollment rose more than five times—
from 127 to 653. In today’s urban and subur-
ban settings, high school enrcllments of 2,000
and 3,000 are commonplace, and New York
City has many schools with enroliments
nearing 5,000 (Henderson and Raywid 1994).

. Close-Up #20 —

School Size, School Climate,
and Student Performance

Kathleen Cotton
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“Research You Can Use”

School districts, too, have decreased in num-
ber and increased in size during this time
period. The 117,108 school districts that
existed in 1940 have experienced dramatic
consolidation; they have decreased by £7
percent—to 15,367 (Walberg 1992). Not
surprisingly, the largest schools can generally
be found within the largest distriets (Williams
1990). .
Smith and DeYoung (1988) identify several
factors driving this long-term consolidation
trend. One has been the desire of school
administrators to “demonstrate their commit-
ment to the forces of science, progress, and
modernization” by seeking to make schooling
“efficient,’ a notion importantly borrowed from
the private sector” (3). Smith and DeYoung
also cite the 1957 launching of the Soviet space
satellite Sputnik and the contemporary belief
that catching up with the Soviet Union re-
quired bigger schools that could produce more
scientists., Furthermore, they note that
compliance with the school desegregation
and special entitlement programs originating
in the 1960s have resulted in additional
school mergers.

Smith and DeYoung and many others note
that James Conant’s 1959 book, The American
High School Today, greatly accelerated the
momentum of the school consolidation move-
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ment (Pittman and Haughwout 1987; Stockard
and Mayberry 1992; Walberg 1992; Williams
1990). Conant argued that, in order to be cost

_ effective and to offer a sufficiently large and

varied curriculum, a secondary school had to

" have at least 100 students in its graduating

class. Conant claimed that the small high
school was the number-one problem in educa-
tion, and that its elimination should be a top
priority (37-38).!

The push for school and district consolidation
continues into the present (Schoggen and.
Schoggen 1988). That is unfortunate because,
as the balance of this report documents,
research has repeatedly found small schools to
be superior to large schools on most measures
and equal to them on the rest. This holds true
for both elementary and secondary students of
all ability levels and in all kinds of settings.?

The Research Base
WHAT THE RESEARCH IS ABOUT

I reviewed 103 documents which identify a
relationship between school size and some
aspect(s) of schooling. Because several of the
reviews cover the same‘research studies, and
some of the studies are reported in more than
one article, I deleted the redundant materials
from my analysis and placed them, along
with the non-research articles, in the Gen-
eral References section of the annotated
bibliography. I retained 69 documents—49
primary sources (studies and evaluations), 14
secondary sources (reviews and syntheses),
and six documents that report both reviews
and studies. These form the basis of my
analysis and are cited in the Key References
section. . '

Forty of the key documents are concerned
with secondary students, five with elementary
students, nineteen with students at both
levels, and ten with school staff as well as (or

! Conant's idea of an adequately large high school—one
with 300 (grades 10-12) or 400 (grades 9-12)—would be
considered a small school today. As several researcliers
have pointed out, Conant never advocated the schools with
thousands of students for which his book was used as
rationale.

2 Some researchers (e.g., Friedkin and Necochea 1988;
Howley 1995) have found that large schools benefit
high-SES students and hamper low-SES students to an
even greater degree (see the annotated references).
The majority of the research, however, indicates that
small schools are beneficial to all students.

PAGE 2

instead of) student populations. Forty-nine
of the reports cite the effects of school size,
nine look at outcomes produced by alterna-
tive schools, and eleven examine the effects
of school-within-a-schocl (SWAS) arrange-
ments. )

Researchers and reviewers have investigated
the effects of school and unit size on many
student performance, attitude, and behavior
measures. These include:

Achievement - 31 documents
Attitudes (toward school or particular
school subjects) - 19

¢ Social behavior problems (discipline
problems, vandalism, drugs/alcohol,
etc.) - 14

* Levels of extracurricular participa-
tion - 17 .

* Feelings of belongingness vs. aliena-
tion - 6

* Interpersonal relations with other

students and school staff - 14

Attendance - 16

Dropout rate - 10

Self-concept (academic and general) - 9

College-related variables(acceptance,

‘completion, ete.) - 6

In addition, 12 of the reports address teach-
ers attitudes and collaboration, 10 concern
the quality of the ‘curriculum, and 11 focus on
schooling costs. Many of the reports are
concerned with more than one outcome area.

WHAT 1s MEANT BY “LARGE” AND
“SMALL” ScHOOLS

There is no clear agreement on the
dividing line between small andlarge
schools.—Davant T. Williams, 1990

“One might note that the term ‘small school’
has no concrete numerical limits,” write Green
and Stevens (1988, 11). One certainly might.
In the first place, of the 69 key reports, only 27
mention any numbers at all in their analyses
of large versus small schools. In the second
place, the upward limit for a “small” school in
those 27 documents ranges from 200 to 1,000
students; and the range for a“ls ‘e” school is
300 to 5,000 students. Williams, however,
writes that,
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On average, the research indicates
that an effective size for an elementary
school is in the range of 300-400

. students and that 400-800 students is
appropriate for a secondary school
(7.8).

While many researchers argue that no school
should be larger than 400 or 500 students, I
use Williams’s numbers in this report, since
my own sense of the research is very similar
to his.

Research Findings

“Professional faith in the virtues of larger
schools persisted, virtually unchailenged, at
least through the mid-1960s,” writes Howley
(1989, 3). The challenges began with Roger
Barker and Paul Gump’s 1964 book, Big
School, Small School: High School Size and
Student Behavior. Barker and Gump’s re-
search revealed that both the number and the
variety of extracurricularactivities in which
students participate are significantly higherin
small schools than in large ones. The small- /
school student was also more likely to hold
important positions in the activities in which
he or she participated and to derive greater
satisfaction from participating. Although there
is no'conscious intent to deny participation
opportunities to many students, large high
schools nevertheless have this effect, leading
Barker and Gump to conclude that small
schools are best and that the supposed
superiorities of large schools are “illusions”
(195).3 '

In the more than 30 years since Barker and
Gump published their research, many other
investigators have challenged the assumption
that bigger schools are better schools. Their
findings are presented in the sections that
follow. Findings from the research on school-

3 The Barker and Gump research shows that, in a small
school, every student is needed to populate teams,
offices, and clube, and thus even marginal students are
encoursged to participate and made to feel that they
belong. As schools grow larger, opportunities for
extracurricular participation also grow—but not
proportionately. Typically, a twenty-fold increase in
school population leads to only a five-fold increase in
participation opportunities. Thus, in larger scheols, a
greater proportion of students ere unneeded to fill
participation slots—"redundant,” as Barker and Gump
put it,
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within-a-school plans are presented in a
separate section following the school size
findings.

QuaLrty oF THE CURRICULUM

It does not follow necessarily that more
opportunities exist in larger schools.
—Kent McGuire, 1989

Many educators past and present have argued
for large schools on grounds of curriculum
quality. Following James Conant’s original
line of reasoning, they argue that larger
schools can offer more numerous and more
varied curricular offerings than small schools
can. Therefore, goes the argument, operating
small schools with more limited curricula is
unfair to the students who attend them.

While this has a certain common sense appeal,
examination of the research reveals that there
simply is no reliable relationship between
school size and curriculum quality (Fowler and
Walberg 1991; Gregory 1992; Howley 1994,
1996; McGuire 1989; Melnick, et al. 1986;
Monk 1987, 1992; Monk and Haller 1993;
Nachtigal 1992; Pittman and Haughwout
1987; Rogers 1987; Williams 1990). For one
thing, researchers have found that “it takes
a lot of bigness to add a little variety”—that
is, “on the average a 100% increase in enroll-
ment yields only a 17% increase in variety of
offerings” (Pittman and Haughwout, 337).
Moreover, “[tThe strength of the relationship
between school size and curricular offerings
diminishes as schools become larger. In-
creases in the size of very small schools are
associated with greater curricular gains than
increases in the size of larger schools” (Monk
1992).

For another thing, researchers have found
that the allegedly richer curriculum that
larger schools are able to support tend to be
made up, not of higher-level courses in, say,
math or foreign languages, but rather of
additional introductory courses in non-core
areas. For still another, investigators have
found that only five to twelve percent of the
students in large schools avail themselves of
the extra courses these schools typically offer
(McGuire 1989; Monk 1992; Rogers 1987).

Finally, Monk, in his 1987 study of the size-
curriculum relationship, concludes that, “it is
possible to offer at the 400 pupil level a cur-
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riculum that compares quite favorably in
" terms of breadth and depth with curriculums
offered in much larger sett:ngs” (27).

Beyond these findings, the development and

use of distance learning and other technologies

in isolated settings is increasing and can be

expected to further ameliorate curriculum
.inequalities.

CosT-EFFECTIVENESS

Small high schools cost more money
only if one tries to maintain the big-
school infrastructure....—Thomas B.
Gregory, 1992

Some educators and legislators have also
argued that large schools are more cost-
effective. Again, a closer look reveals that this
is not necessarily true. Researchers have
found that the relationship between size and
costs varies depending on individual school
circumstances (Gregory 1992; Howley 1996;
McKenzie 1983; Melnick, et al. 1986; Nachtigal
1992; Robertson 1995; Rogers 1987; Walberg
1992; Williams 1990). Many small schools are
operated very economically, while many large
ones have exorbitant per-pupil costs.

McKenzie (1983) argues that many analyses of
the school size-cost relationship are simplistic
and do not yield useful information. He then
provides a mathematical depiction of that
relationship, which shows that it is U-shaped;
that is, average per-pupil costs do decline up to
a point as enrollment increases, reach a
minimum, and then rise with further school
growth. Researchers (e.g., Gregory 1992,
Robertson 1995) claim that the large staff
needed to manage and control large numbers
of students accounts for this upturn in costs as
schools become larger and larger.

Following an examination of both the curricu-
lum quality and cost-effectiveness issues,
Gregory (1992) writes,

The perceived limitations in the
program that small high schools can
deliver and their presumed high cost
regularly have been cited as justifica-
tions for our steady march toward
giantism. The research convincingly
stamps both of these views as mis-
conceptions (10).
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ACADEMIC ACHIEVEMENT

Size-achievement relationship is not
clear, though some research indicates
smallerschoolsfacilitate higher
achievement. — Alan M. Burke, 1987

About half the student achievement research
finds no difference between the achievement
levels of students in large and small schools,
including small alternative schools (Burke
1987; Caldas 1987; Edington and Gardner 1984;

~ Fowler 1995; Gregory 1992; Haller, Monk, and

Tien 1993; Howley 1996; Huang and Howley
1993; McGuire 1989; Melnick, et al. 1986;
Smith and DeYoung 1988; Stockard and
Mayberry 1992; Walberg 1992; Way 1985).
The other half finds student achievement in
small schools to be superior to that in large
schools (Bates 1993; Eberts, Kehoe, and Stone
1982; Eichenstein 1994; Fowler and Walberg
1991; Kershaw and Blank 1993; Miller,
Ellsworth, and Howell 1986; Robinson-Lewis
1991; Walberg 1992). None of the research
finds large schools superior to small schools in
their achievement effects. Consequently, we
may safely say that student achievement in
small schools is at leczst equal—and often
superior—to student achievement in large
schools. Achievement measures used in the
research include school grades, test scores,
honor roll membership, subject-area achieve-
ment, and assessment of higher-order thinking
skills, -

In reporting these conclusions, researchers
are careful to point out that these results are
found even when variables other than size—
student attributes, staff characteristics, time-
on-task, etc.—are held constant (Eberts,
Kehoe, and Stone 1982, 27; Fowler and
Walberg 1992). Since many small schools are
rural schools, investigators have also won-
dered if it might be the ruralness—rather than
the smallness—of these schools that is benefi-
cial to students; research shows that smaliness
is beneficial, regardless of the setting of the
small school (Stockard and M:: yberry 1952;
Walberg 1992). Walberg writes,

...even discounting the positive effects
of rural location, smaller high schools
yielded greater achievement and years
of attained education after high school.
Thus, smaller schools showed long-
range effects independent of rural
advantages(10).
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Finally, whereas the research finds that
small schools produce equal or superior
achievement for students in general, the
effects of small schoois on the achievement
of ethnic minority students and students of
low socioeconomic status are the most
positive of all (Berlin and Cienkus 1989;
Eberts, Kehoe, and Stone 1982; Fowler 1995;
Friedkin and Necochea 1988; Howley 1994,
1995; Huang and Howley 1993; Jewell 1989;
Miller, Ellsworth, and Howell 1986; Rutter
1988; Stockard and Mayberry 1992). To put
this o little differently, these researchers
have found that large schools have a more
negative impact on minority and low-SES
students than on students in general. I will
return to this point in a later discussion
about school size as an equity issue.

STUDENT ATTITUDES

Students in a small high school
experience...an increasingly more
positive attitude toward school.

— Thomas B. Gregory and Gerald R.
Smith, 1987

Considerable research effort has been ex-
pended studying the relative effects of large
and small schools on student attitudes toward
school in general and toward particular school
subjects. The research on student attitudes
overwhelmingly favors small schools over
large ones (Aptekar 1983; Bates 1993;
Edington and Gardner 1984; Fowler 1995;
Fowler and Walberg 1921; Gregory 1992;
Gregory and Smith 1983, 1987; Howley 1994,
1996; Kershaw and Blank 1993; Miller,
Ellsworth, and Howell 1986; Rutter 1988;
Smith and DeYoung 1988; Smith, Gregory, and
Pugh 1981; Walberg 199%). As with achieve-
ment, the research indicates that the attitudes
of low-SES and minority students are espe-
cially sensitive to school size and benefit
greatly from attending small schools.

SociAL BEHAVIOR

Behavior problems are so much greater
inlarger schools that any possible
virtue of larger size is canceled out by
thedifficulties of maintaining an
orderly learning environment. — Jean
Stockard and Maralee Mayberry, 1992
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The research linking school size to social
behavior has investigated everything from
truancy and classroom disruption to vandal-
ism, aggressive behavior, theft, substance
abuse, and gang participation. This research
shows that small schools have lower inci-
dences of negative social behavior, however
measured, than do large schools (Burke 1987;
Duke and Perry 1978; Gottfredson 1985;
Gregory 1992; Kershaw and Blank 1993,
Rutter 1988; Stockard and Mayberry 1992).
The social behavior of ethnic minority and
low-SES students is even more positively

impactad by small schools than that of other
students. :

EXTRACURRICULAR PARTICIPATION

Small schools allow greater student
participationinextracurricular activi-
ties.—James M. Kearney, 1994

As Barker and Gump first noted in their 1964
study, levels of extracurricular participation
are significantly higher in small schools than
in large ones (Burke 1987; Cawelti 1993;
Foster and Martinez 1985; Fowler 1995;
Fowler and Walberg 1991; Grabe 1981;
Hamilton 1993; Holland and Andre 1991;
Howley 1996; Kershaw and Blank 1993;
Pittman and Haughwout 1987; Rogers 1987,
Schoggen and Schoggen 1988; Smith and
DeYoung 1988; Stockard and Mayberry 1992;
Walberg 1992). These researchers have also
found that students in small achools are
involved in a greater variety of activities and
that they derive more satisfaction from their
participation than students in large schools.
According to Hamilton’s research,

Students in the large schools were
more polarized, with a group of active
participants at one end of the con-
tinuum and a large group of students
who did not participate in any extra-
curricular activities at the other. In
the small schools there were few
students who did not participate in

anything (70).

In addition, at the conclusion of their large-
scale 1988 study, Schoggen and Schoggen
report that, although large schools offer more
varied activities,

...the average large school student
does not utilize these opportunities.
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Although the small school does not
provide such a wealth of activities,
the average student has a better
experience as measured by the
amount of involvement in the avail-
able activities (292).

The greater and more varied participation in
extracurricular activities by students in small
schools is the single best-supported finding in

- the school size research. Like the findings in

other areas, findings about participation hold
true regardless of setting and are most appli-
cable to minority and low-SES students.
Because research has identified important
relationships between extracurricular partici-
pation and other desirable outcomes, such as
positive attitudes and social behavior, this
findingis especially significant.

ATTENDANCE

Theattendance rateof participating
students was better than that ofa
comparison group. —Mary Lou
McGanney, Dolores M. Mei, and Jan
Rogenblum, 1989

The pattern of findings favoring small schools
continues with the research on student
attendance. Not only do students in smaller
schools have higher attendance rates than
those in large schools (Fowler 1995; Fowler
and Walberg 1991; Gregory and Smith 1992;
Howley 1994; Kershaw and Blank 1993; Smith
and DeYoung 1988; Walberg 1992), but stu-
dents who change from large schools to small,
alternative secondary schools generally exhibit
improvements in attendance (Bates 1993;
Duke and Perry 1978; McGanney, Mei, and
Rosenblum 1989; Robinson-Lewis 1991; Rutter
1988). Again, the minority or low-SES student
is the most profoundly affected.

DroprPouUTs

Strictly from the perspective of avoid-
ing high rates of dropouts, it may be
that smaller is better. — Laurence A.
Toenjes, 1989

Measured either as dropout rate or graduation
rate, the holding power of small schools is
considerably greater than that of large schools.
Nine of the ten documents that address this
topic reveal differences favoring or greatly
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favorirg small schools (Fetler 1989; Gregory
1992; Jewell 1989; Pittman and Hsughwout
1987; Rogers 1987; Smith and DeYoung 1988;
Stockard and Mayberry 1992; Toenjes 1989;
Walberg 1992), with the other document
reporting mixed results. Toenjes concludes
his study of the 21 largest school districts in
Texas with this observation:

(I}t may be that...the relevant condi-
tions that exist in the smaller high
school are much more conducive to
keeping students in school than are
the conditions in the larger high
schools. If this is true, it raises a new
equity issue, based not on how many
dollars per pupil are spent, but on the
size of the school to which the pupils
are assigned (15).

In later sections of this report, I give further
attention both to the “relevant conditions” for
keeping students in school and to the matter
of equity. . ‘

BELONGINGNESS/ALIENATION

Several studies suggest that students
insmall high schools...have a greater
“sense of belonging” to the group than
students in larger schools. — Jean
Stockard and Maralee Mayberry, 1992

Concerned about the emotional effects of
different kinds of school environments, some
researchers have studied the degree to which
students feel a sense of belonging in their
schools. Given the foregoing findings about
other student variables, it is not surprising
that these investigators have found a much
greater sense of belonging (sometimes ex-
pressed as a lower level of alienation) among
students in small schools than in large ones
(Burke 1987; Campbell, et al. 1981; Edington
and Gardner 1984; Foster and Martinez 1985,
Fowler and Walberg 1991; Gregory 1992;
Gregory and Smith 1983, 1992, Howley 1994;
Pittman and Haughwout 1987; Smith, Gre-
gory, and Pugh 1981; Stockard and Mayberry
1992; Stolp 1995; Walberg 19023,

Feeling alienated from one’s school environ-
ment is bath a negative thing in itself and is
often found in connection with other undesir-
able outcomes. Foster and Martinez's review
of previous research, plus their own study of
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student participation and attitudes, led them
to conclude that,

Student alienation and student par-
ticipation in cocurricular activities
have been found to be negatively
correlated... Unfortunately, alien-
ation affects confidence, self-esteem,
and responsibility for self-direction
(57-58).

SELF-CONCEPT

Evidence of increases in social bonding
to teachers and school, self-esteem,
academic self-concept, locus of control
and sociocentric reasoning suggest that
[small alternative]programscan
respond constructively to students’
underlying needs.—Robert A. Rutter,
1988

Foster and Martinez’s observations about
students’ perceptions of themselves is borne
out by Grabe (1981), Rutter (1988), and
Stockard and Mayberry (1992). These re-
searchers have found that both personal and
academic self-regard are more positive in
smaller schools. Closely related to this are the
findings on the quality of the interpersonal
milieu in these environments.

INTERPERSONAL RELATIONS

Students perceive the most positive
conditions of the alternative school to
betheinterpersonal relationships with
faculty members, the supportive
atmosphere of the school, and the
opportunities provided by the school.
— Cheryl A. Kershaw and MaryAnn
Blank, 1993

Some researchers approach the matter of
school size from a slightly different angle,
querying students about the interpersonal
climate in their schools. This research focuses
on elements such as relations among students
and between students and teachers, especially
teacher attention and demonstrations of caring
toward students. Positive correlations be-
tween small schools and favorable interper-
sonal relations have been found by Bates
(1993); Burke (1987); Fowler and Walberg
(1891); Gottfredson (1985); Gregory and
Smith (1982, 1983); Smith, Gregory, and
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Pugh (1981); Kershaw and Blank (1993);
Pittman and Haughwout (1987); Rutter
(1988); Smith and DeYoung (1988); and
Stockard and Mayberry (1992). None of the
research consulted for this report found
equal or superior interpersonal relations in
large schools.

CoOLLEGE VARIABLES

[Students] did not differ in terms of
grade-point averages or persistencein
college, regardless of their school
district’s characteristics, including size
of graduating class.— William J.
Fowler, Jr., 1992 '

Some who have argued for large schools on
grounds of curricular size and variety have
also claimed that this alleged curricular
superiority provides better preparation for
college. Like the curriculum argument, the
assertions about college readiness have been
disproved by research. Six documents address
the relative merits of large and small schools
vis & vis college-related variables—entrance
examination scores, acceptance rates, atten-
dance, grade point average, and completion.
Five found small schools equal (Rogers 1987;
Fowler 1992; Jewell 1989). or superior (Burke
1987; Swanson 1988) to large ones in their
capacity to prepare students for college en-
trance and success.

TEACHER ATTITUDES

Large schools appear to promote
negative teacher perceptions of school
administration and low staff morale.
—Denise C. Gottfredson, 1985

There is less research on school size in rela-
tion to teacher or administrator variables, but
what there is favors smaller schools (Eberts,
Kehoe, and Stone 1982; Gottfredson 1985;
Gregory 1992; Johnson 1990; Miller,
Ellsworth, and Howell 1986; Stockard and
Mayberry 1992). These researchers exam-
ined administrator attitudes toward their
work, and teacher attitudes toward their
work, their administration, and one another,
as well as the incidence of cooperation/
collaboration with their colleagues.

PAGE 7




School-Within-A-School Plans

The major challenge to schools within
schools has been obtaining sufficient
separateness and autonomy to permit
staff members to generate a distinctive
environment and to carry out their
own vision of schooling. —Mary Ann
Raywid, 1985

WaaT THEY ARE

In addition to the research on school size,
there is a growing body of literature on school-
within-a-school (SWAS) plans. SWAS arrange-
ments are intended to mitigate the negative
effects of large schools by organizing their
students into smaller groups. SWAS plans are
of different kinds and have different purposes,
agidentified by Cawelti (1993, 19-21):

¢ Vertical house plans. In these ar-
rangements, students in grades 9-12 (or
10-12) are assigned to groups of a few
hundred each within a large high school.
Each “house” has its own discipline plan,
parent involvement, student activity

program, student government, and social
activities. . .

¢ Ninth grade house plan. Ninth grad-
ers have their own “house” within a large
“high school and have smaller classes and
counseling for students to ease the transi-
tion into high school.

¢ Special curriculum schools. Students

are organized into houses based on
special interests or needs—English-as-a-
Second-Langusage, for example.

¢ Charter schools. These are similar to
special curriculum schools, except that the
motivation for creating them tends to
come from groups of teachers or parents
who have recognized a particular focus
needed by students.*

¢ Cawelti also discusses teucher-advisor programs and
block scheduling us strategies for arranging students in
small groups within large schools, but since these are
not actual SWAS plans, 1 have not included his discus-
sion of ! ' here.
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REsEARCH FINDINGS

Findings about the effects of schools-within-
schools must be regarded as tentative. Com-
pared with the research on the effects of
school size, the research on SWAS structures
is less extensive, less conclusive, and often
less rigorous (e.g., surveys of teacher percep-
tion rather than comparative studies). Fur-
ther, the reports of these studies do not always
identify the extent to which the SWASisa
truly self-contained and distinct entity withina
larger school building. This is important to
know, because some researchers (Howley
1996; Meier 1995; Raywid 1985) assert that
establishing schools-within-schools will not
allow us to reap the benefits associated with
small schools unless they are “separate
entities, administratively, programmatically,
culturally, and probably with respect o aims”
(Howley 1996). Meier makes this point even
more forcefuily:

A small school must be a school—not a
school-within-a-school (whateverthat
is) or a “mini-school” or a house or a
family. It can be just one of many
housed in a shared building, but a
building does not equal a school. A
school must be independent, with all
that the word implies, with control
over a sufficient number or para-
meters that count—budget, staffing,
scheduling, and the specifics of curricu-
lum and assessment, just to mention a
few. And power indeed to put toilet
paper in bathrooms. And mirrors, too
(1995, 115).

By this standard, some of the SWAS arrange-
ments described above and, indeed, some
programs reviewed for this paper, would not
be likely to produce benefits of the magnitude
small schools are able to confer upon their
students and staffs.

With these important qualifications, we can
say that such research as there is on the effect
of SWAS arrangements generally finds them
beneficial. Whether SWAS students are
compared with non-SWAS peers in large
schools or with their own pre-SWAS perfor-
mance, researchers have noted baenefits in the

_following areas:
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* - Academic achievement (Burke 1987;
Boloz and Blessing 1994; Eichenstein
1994; Levine and Sherk 1990; Robinson-
Lewis 1991; Way 1985; Welch and
McKenna 1988)

¢ ;3ocial behavior (Burke 1987; Fouts 1994;
Goldberg 1982; Way 1985; Welch and
McKenna 1988)

¢ Attitudes (Burke 1987; Boloz and Blessing
1994; Way 1985)

¢ Satisfaction(Burke 1987; Eichenstein
1994; Nickle, et al. 1990)

¢ Student-teacherrelations(Bolozand
Blessing 1994; Goldberg 1982; Welch and
McKenna 1988)

¢ Attendance (Eichenstein 1994; Fouts 1994;
Gordon 19983; Robinson-Lewis 1991)

Why Smaller Is Better

Why does smaller seem to work
better?...people seem to leara, to
change, and to grow in situations in
which they feel that they have some
control, some personal influence, some
efficacy. — Barney M. Berlin and
Robert C. Cienkus, 1989

Finding that small schoold and schooling units
are at least equal and often superior to large
ones, researchers and reviewers have sought
to identify the factors responsible for the
impressive attainments of these schools. In
doing so, they draw from their own observa-
tions and from survey responses given by
school staff and students in large and small
schools. Not surprisingly, many of the prac-
tices identified are in operation largely be-
cause they are so much easier to implement
and manage in smaller environments than in

large ones.

One key feature of small schools and units is
that everyone’s participation is needed for
clubs, teams, and student government to have
an adequate number of members. It is there-
fore much less likely that students in small
environments will be redundant, overlooked,
or isolated. Noted earlier in this report, this
point is discussed in detail in Schoggen and
Schoggen (1988).
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Closely related to the participation factor is
the observation that people in small schools
and units come to know and care about one
another to a much greater degree than is
possible in large schools. This applies to
relationships among students, among staff’
members, between staff and students, and
between the school and its surrounding
community (Bates 1993; Berlin and Cienkus
1989; Miller, Ellsworth, and Howell 1986;
Rutter 1988; Schoggen and Schoggen 1988).
Students who have moved from a large school
to an alternative school or school-within-a-
school nearly always cite the attentive, caring
staff as the reason for their academic and
attitudinal improvements.

The higher rates of parent involvement in
smaller schools/units is frequently cited asa
major positive influence on student achieve-
ment and attitudes (e.g., Berlin and Cienkus
1989; Burke 1987; Raze 1985; Walberg 1992).
Walberg writes,

Parents...are more likely to know the
principal and teachers, be informed
about their children’s progress, partici-
pate more fully in school activities, and
influence decision zaaking. This can
occur partly because the school is
smaller but also because it is likely to
be physically and psychologically close
to students’ homes (21).

Staff and students generally have a stronger
sense of personal efficacy in small schools and
units (Berlin and Cienkus 1989; Rutter 1988;
Stockard and Mayberry 1992). Students take
more of the responsibility for their own
learning, learning activities are more fre-
quently individualized, classes are smaller, and
scheduling is much more flexible (Duke and
Perry 1978; Kershaw and Blank 1993; Nickle,
et al. 1990). The learning needs of students,
not the organizational needs of the school,
drive school operations (Berlin and Cienkus
1989; Rutter 1988). :

In terms of instructional approaches and
strategies, teachers in small schools/units are
more likely to form teaching teams, integrate
their subject-matter content, employ multiage
grouping and cooperative learning, and use
alternative assessments. There is also, in
these schools and units, a greater emphasis on
learning which is experiential and relevant to
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the world outside of school (Fouts 1994;
Kershaw and Blank 1993; Nickle 1994; Raze
1985; Rutter 1988; Walberg 1992).

School Size and
Educational Equity

It appears that keeping schools rela-
tively small might be more efficacious
and may exhibit rare consensus asa
goal of educators, the public, and those
seeking equality of opportunity for
students. —William J. Fowler, Jr. and
Herbert J. Walberg, 1991 :

We know that, in general, the states with the
largest schools and school districts have the
lowest school achievement, highest dropout
rates, and least favorable teacher-student
ratios (Jewell 1989; Walberg 1892). We
know, too, as documented earlier in this
report, that the students who are most ad-

versely affected by attending large schools are

members of racial minority groups and those
from low socioeconomic backgrounds.

Unfortunately, it is also the case that minority

andlow-SES students are primarily “concen-

trated in states that have large school districts

and school districts that have large schools”
(Jewell 1989, 150). Jewell writes,

“...if minority students must struggle
more to achieve a solid public educa-
tion and if large districts and large
schools find it increasingly difficult to
achieve solid educational results for
their students, we may be actis 3
contrary to the interests of all con-
cerned by organizing our public
education system in a manner which
assigns high proportions of mino. ity
youngsters to large schools within very
large school districts.” (152)

Summary and Conclusion

Ourdata, based upon general tenden-
cies, persist in repeating a single
message—smaller seems to be better.
— Robert W. Jewell, 1989

The following list highlights the major points
identified in this paper:
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10.

11.

School consolidation has been carried out
through much of this century, resulting in
many fewer and much larger schools and
school districts. Consolidation efforts
continue into the present time.

The research base on the relative effects of
large and small schools is large and quite
consistent. The research base on the
effects of school-within-a-school (SWAS)

arrangements is smaller and less conclu-
sive.

There is no clear agreement among
researchers and educators about what
constitutes a “small” school or a “large”
school. Many researchers, however,
indicate that an appropriate and etfective
size is 300-400 students for an elementary
school and 400-800 students for & second-
ary school.

Much school consolidation has been based
on the beliefs that larger schools are less
expensive to operate and have higher-
quality curricula than small schools.
Research has demonstrated, however, that
neither of these assertions is necessarily
true. ’

Academic achievement in small schools is
at least equal—and often superior—tc that
of large schools.

Student attitudes toward school in general
and toward particular school subjects are
more positive in small schools.

Student social behavior—as measured by
truancy, discipline problems, violence,
theft, substance abuse, and gang participa-
tion—is more positive in small schools.

Levels of extracurricular participation are
much higher and more varied in small
schools than large ones, and students in
small schools derive greater satisfaction
from their extracurricular participation.

Student attendance is better in small
schools than in large ones.

A smaller percentage of student drop out
of small schools than large ones.

Student have a greater sense of belonging

_in small schools than in large ones.
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12. Student academic and general self-
concepts are higher in small schools than

in large ones.

13. Interpersonal relations between and
among students, teachers, and administra-
tors are more positive in small schools
than in large ones.

14. Students from small and large high schools
do not differ from one another on college-
related variables such as entrance exami-
nation scores, acceptance rates, atten-
dance, grade point average, and comple-
tion.

15. Teacher attitudes toward their work and
their administrators are more positive in
small schools than in large ones.

16. Attributes associated with small school
size that researchers have identified as
accorinting for their superiority include,

a. Everyone’s participation is needed to
populate the school's offices, teams,
clubs, etc., so a far smaller percentage
of students is overlooked or alienated.

* b. Adults and students in the school know
and care about one anotherto a
greater degree than is possible in large
schools. '

c. Small schools have a higher rate of
parentinvolvement.

d. Students and staff generally have a

stronger sense of personal efficacy in
small schools.

e. Students in small schools take more of
the responsibility for their own learn-
ing; their learning activities are more
often individualized, experiential, and
relevant to the world outside of achool;
classes are generally smaller; and
scheduling is much more flexible.

f. Groupingand instructionalstrategies
associated with higher student perfor-
mance are more often implemented in
small schools—team teaching, inte-
grated curriculum, multiage grouping
(especially for elementary children),
cooperative learning, and performance
assessments.
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17. The evidence for the effectiveness of
school-within-a-school (SWAS)arrange-
ments is much more limited, but it,
suggests that students benefit from this
form of organization if the SWAS is
sufficiently separate and distinct from the
other school(s) housed in the same build-
ing.

18. Poor students and those of racial and
ethnic minorities are more adversely
affected—academically, attitudinally, and
behaviorally—by attendinglarge schools
than are other students. Unfortunately,
poor and minority students continue to be
concentrated in large schools.

Despite this persuasive support for smail
schools, a gap remains—indeed grows—
between research and practice regarding
school size. “The preponderance of profes-

* sional literature in the past decade,” writes

Williams,

indicates that educational researchers
support the concept of small school
effectiveness. It appears, however,
that the determinants of school size
are seldom the result of research....
More often, school size is the result of
other factors—political, economic,
social, demographic...(12).

‘We who have become convinced .of the superi-
ority of small schools have, as our next chal-
lenge, the task of communicating our findings
to those who have the power to influence
decisions about the size of our schools.
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Personality.” The Journal of Educa-
tional Administration 19/2 (Summer
1981): 201-231.

Reports the result of an Australian study
in which large-school and small-school
students (who would be called seventh
graders in the U.S.) were surveyed on
eight personality dimensions to determine
ways in which school size might affect
adolescent development. Most strongly
affected were the variables “concern for
perscns” and “sense of cohesion.”

Conant, J. The American High School Today:
A First Report to Interested Citizens. New
York: McGraw-Hill, 1959.

Argues that small schools—those with less
than 100 students per class—are not able
to provide an adequately diverse curricu-
lum to serve the needs of American high
sehool students. Favored the establish-
ment of “comprehensive” high schools that

. could provide rich curricular offerings.
‘This has been an extremely influential
book, leading to the establishment of high
schools considerably larger than Conant
ever envisioned.

Duke, D. L., and Perry, C. “Can Alternative
Schools Succeed Where Benjamin Spock,
Spiro Agnew, and B. F. Skinner Have
Failad?” Adolescence 13/61 (Fall 1978):
375-392.

Analyzes data from surveys and on-site
observations at 18 alternative high schools
in California to deterriine why these
schools have so few discipline problems
comparad with regular public high schools.
Identifies several factors, including the
smaller size of the alternative schools.

Eberts, R. W.; Kehoe, E.; and Stone, J. A.
The Effect of School Size on Student
Qutcomes. Final Report. Eugene, OR:
Canter for Educational Policy and Manage-
ment, University of Oregon, June 1982
(ED 245 382).

Uses duta from 300 school districts nation-
wide to identify relationships between
school size and many other factors. High-
ightsinclude that teacher satisfaction was
greater in smaller schools, and student
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achievement was higher in small and
medium-size schools than in large schools.

Edington, E. D., and Gardener, C. E. “The
Relationship of School Size to Scores in the
Affective Domain from the Montana
Testing Service Examination.” Education
105/1 (Fall 1984): 40-45.

Compares responses in five affective areas

by sixth and eleventh grade students from
large and small schools in Montana over a
two-year period. Several subgoals were
measured in the areas of communication
attitude, attitude tcward school, character,
cooperation, and chiange. Students from
smaller schools expressed more positive
responses on nearly all measures than
those from larger schools.

. Edington, E. D., and Martellaro, H. C. “Does
School Size Have Any Relationship to
Academiec Achievement?” Rural Educator
11/2(Winter 1989-1890): 6-11.

Examines data on school size, student

‘achievement, and other variable such as
Title I eligibility and ethnicity, to deter-
mine which variables were related to the
achievement of New Mexico students over
a four-year period. School size and
achievement were unrelated. Title I
eligibility and the presence of Native
American and Hispanic American popula-
tions were negatively related to achieve-
ment.

Eichenstein, R. Project Achieve, Part1:
Qualitative Findings 1993-94. Brooklyn,
NY: Office of Educational Research, New
York City Board of Education, August 1994
(ED379388).

Identifies the structures, practices, and
outcomes of “house units” operating within
10 New York City public high schools.
Averaging 250 students each, the houses
feature heterogeneous grouping and a
variety of support services. The units had
positive effects on student attendance,
responsiveness, and grades, and students
expressed satisfaction with the “house”
arrangement.

Fetler, M. “School Dropout Rates, Academic
Performance, Size, and Poverty: Corre-
lates of Educational Reform.” Educational
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Evaluation and Policy Analysis 11/2
(Summer 1989): 109-116.

Identifies relationships among dropout
rates, achievement, school size, and AFDC
recipient status using data from all Califor-
nia secondary schools over a two-year
period. Various relationships were identi-
fied, including a correlation between high
achievemert and low dropout rates and
between large size and high dropout rates.

Foster, C. M., and Martinez, I. “The Effects of
School Enroliment Size in the Middle and
Junior High Scliool on Teacher and
Student Attitude and Student Self-Con-
cept.” Research in Rural Education 3/2
(Winter 1985): §7-60.

Examines the relationship between school
size and student and teacher variables at
the middle and junior high school levels in
three states. School enrollments ranged
from 200 to 1500. Junior high school
teachers preferred larger schools, and
middle school teachers preferred smaller
ones. Junior high and middle school
students’ attitudes toward school and self-
concepts were both unrelated to school
size.

Fouts, J. T. A’ School within a School: Evalu-
ation Results of the First Year of a Re-
structuring Effort.” Kent. WA: Kent-
Meridian High School, January 1994 (ED
370195).

Evaluates the implementation and initial
results oroduced by a health/science SWAS
serving 70 students in a large Washington
high school. First-year 1esults indicatz
tnat program students exhibited more
growth in writing skills, fewer abseices,
and fewer discipline referrals than a
randomly selected ccmparison group.

Fowler, W. d., Jr. “School Size and Student
Outcomes.” Advances in Educational
Productivity 5(1995): 3-26.

Reviews research on the relationship
between school size and student attitudes,
achievement. attendance, extracurricular
participation, and satisfaction. Findingsin
all areas favor small schools, especially for
minority students.

PAGE 14
Q

Fowler, W. J., Jr., and Walberg, H. J.
“School Size, Characteristics, and Out-
comes.” Educational Evaluation and
Policy Analysis 13/2 (Summer 1991):
189-202.

Examines data from nearly 300 public
secondary schools in New Jersey to
identify relationships among school and
pupil characteristics and school outcomes.

- Large school size was negatively related to
student achievement, participation in
school activities, satisfaction, attendance,
feelings of belonging, and school climate.

Friedkin, N. E., and Necochea, J. “School
System Size and Performance: A Contin-
gency FPerspective.” Educational Evalua-
tion and Policy Analysis 10/3 (Fall 1988):
237-249. .

Advances and provides empirical support
for a theory of the differential effect of
school system size in different kinds of
settings. Concludes that lazge systems
benefit high-SES populations because they
have greater resources and & lower
incidence of students with exceptional
problems and necds. Large systems have
negative effects on low-SES populations
because of more limited resources and a
higher incidence of students with excep-
tional problems and needs.

Goldberg, M. F. “What’s Happening in...
Shoreham-Wading River High Schocl?”
Phi Delta Kappan 64/2(October 1982):
132.

Provides an overview of the “House
Groups” arrangement at a New York high
school, which features long-term, support-
ive relationships hetween students and
their staff advisors. In operation since
1973, the plan is credited for the school's
positive climate and low incidence of
graffiti and vandalism.

Gordon, R. “The School within a School
Program. Preventing Failure and Dropout
among At-Risk High School Students.”
ERS Spectrum 11/1 (Winter 1993): 27-30.

Reports outcomes of evaluations of the Des
Moines, Iowa school-within-a-school
program, which provides basic skills,
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career guidance, and counseling support
to at-risk students in grades 7-10. The
program operates in five high and two
middle schools, Outcomes include a
reduced dropout rate, increased atten-
dance, and progress toward graduation
requirements.

Gottfredson, D. C. School Size and School

Disorder. Baltimore, MD: Center for
Social Organization of Schools, Johns

Hopkins University, July 1985 (ED 261
456).

Uses national secondary school survey
data to identify relationships among school
size, school disorder, and many other
school variables and student characteris-
tics. Results show that large schools are
negatively related to school safety and that
the communications problems and lack of
staff involvement that often occur in large
schools are related to school disorder.
‘While some studies suggest that large
schools are more disorderly because they
are impersonal, this study produced no
suchfinding.

Grabe, M. “School Size and the Importance of

School Activities.” Adolescence 16/61
(Spring 1981): 21-31.

Compares students from large high schools
with those from smaller high schools in
terms of their levels of participation in
school activities, their self-concepts, and
their feelings of alienation. Smaller school
students were more involved in school
activities and in more diverse activities
than those in larger schools, and participa-
tion levels were positively related to self-
concept. Data indicate that smaller school
students were also more alienated, and the
researcher offers possible reasons for this
outcome.

Gregory, T. “Small Is Too Big: Achieving a

Critical Anti-Mass in the High School.” In
Source Book on School and District Size,
Cost, and Quality. Minneapolis, MN:
Minnesota University, Hubert H. Hum-
phrey Institute of Public Affairs; Oak
Brook, IL: North Central Regional Educa-
tional Laboratory, 1992, 1-31 (ED 361 159).
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Cites findings about the failure of large
high schools to meet the needs of either
students or teachers. Identifies the
advantages of small schools, such as
better attitudes and student behavior,
that are consistently found by research.
Argues that school organization and
financing can be managed in such a way
that very small high schools (with 250
students or less) can offer excellent
learning programs affordably. Profiles a
highly successful small Colorado high
school.

Gregory, T. B., and Smith, G. R. “Alternative

Schools.” In Encyclopedia of Educa-
tional Research, Fifth Edition, Volume 1,
edited by H. E. Mitzel. New York: The
Free Press, 1982, 120-125.

Draws from the research on the nature
and effects of alternative schools for this
section of the encyclopedia. Claims that
the research base is small, but so far
indicates that these schools meet students
needs; reduce delinquency, crime, vandal-
ism, absenteeism, and tardiness; and
enhance self-concept, social skills and
attitudes toward school. Identifies small
size, choice, informality and student
empowerment as reasons for these
schools’ success.

Gregory, T. B., and Smith, G. R. Differences

Between Alternativeand Conventional
Schools in Meeting Students’ Needs.
Paper presented at the Annual Meeting of
the American Educational Research
Association, Montreal, Quebec, Canada,
April 1983 (ED 232 257).

Compares responses of students and
teachers in 14 alternative and 11 conven-
tional secondary schools in 10 states as to
how well the schools are meeting students
needs. Questionnaires covered variables
relating to security, social interacticn,
esteem, and self-actualization. Both
students and teachers in the alternative
schools rated their schools much higher in
all areas than did the teachers and stu-
dents in the conventional high schools.

Haller, E. J. “High School Size and Student

Indiscipline: Another Aspect of the School
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Consolidation Issue.” Educational
Evaluation and Policy Analysis 14/2
(Summer 1992): 145-156.

Uses data from the large-scale High
School and Beyond study to determine
whether it is the ruralness or the small-
ness of small rural schools that is respon-
sible for the lower levels of truancy and
disorder in these schools as compared
with larger suburban or urban schools.
Findings indicate that consolidating small
rural schools into larger ones would
create only trivial increases in these
discipline problems.

Haller, E. J.; Monk, D. H.; and Tien, L. T.

“Small Schools and Higher-Order Thinking
Skills.” Journal of Research in Rural
Education 9/2 (Fall 1993): 66-73.

Compares the performance of tenth
graders from small and large schools on
measures of higher-order thinking in

" mathematics and science. Although
* students from large schools had more

advanced math and science courses
available to them than those from small
schools, there were po differences between
the two groups on measures of higher-
order thinking skills.

Hamilton, S. F. “Synthesis of Research on the

Social Side of Schooling.” Educational
Leadership 40/5 (February 1983): 65-72.

Discusses the purposes and methods of
ecological research, then applies these to
the study of particular small and large
schools in order to identify differences,
particularly in levels of student participa-
tion in extracurricular activities. Students
in small schools had both more and more
varied activities than those in large high
schools.

Holland, A., and Andre, T. “The Relationship

of Self-Esteem to Selected Personal and
Environmental Resources of Adolescents.”
Adolescence 29/114 (Summaer 1994): 345-
360.

Examines relationships among school size,
gender, gender role identification, extra-
curricular activities, parent variables, and
self-esteem. There were no consistent

PAGE 16

relationships between school size and
self-esteem. Both males and females
from smaller schools were more likely to
participate in extracurricular activities
than those from large schools.

Howley, C. The Academic Effectiveness of

Small-Scale Schooling (An Update). ERIC
Digest. Charleston, WV: Clearinghouse
on Rural Education and Small Schools,
June 1994 (ED 372 897).

Summarizes research on the school size-
academic achievement relationship and
concludes that smaller schools correlate
with higher achievement for students in
general and for disadvantaged students
most of all. No significant relationships
were identified between school size and
higher-order thinking skills. Argues that
school size is a restructuring issue deserv-
ing greater attention from reformers.

Howley, C. B. “The Matthew Principle: A

West Virginia Replication?” Education
Policy Analysis Archives 3/18 (November
15, 1995): 1-25. Electronic journal: http:/
seamonkey.ed.asu.edwepaa/v13n18.html

Replicates and expands a 1988 Califu: nia
study of elementary and secondary r thools
showing that large schools benefit tue
affluent and that small schools benefit the
economically disadvantaged to an even
greater degree. This study corroborated
the findings of the earlier one (see Fried-
kin and Necocchea 1988 above). The
researcher notes that West Virginia has
unfortunately closed 20 percent of its
schools, most of them small, since 1990
when the study was conducted.

Huang, G., and Howley, C. “Mitigating

Disadvantage: Effects of Small-Scale
Schooling on Student Achievement in
Alaska.” Journal of Research in Rural
Education 9/3 (Winter 1993): 137-149.

Examines data on more than 13,0600
Alaska fourth, sixth, and eighth graders
who had been in the same school district
for at least four years in relation to school
size and socioeconomic status. Disadvan-
taged students in small schools signifi-
cantly outperformed those in large schools
on the Iowa Test of Basic Skills.
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Jewell, R. S. “School and S :hool District

Size Relationships: Costs, Results,
Minorities, and Private School Enroll-
ments.” Education and Urban Society
21/2 (February 1989): 140-153.

Compares data on school system size,
district size, and school size to other
variables including income levels, school
costs, minority enrollments, college test
scores, graduation rates, teachers’ sala-
ries, pupil/teacher ratios, private school
enrollments, and tax rates for public
education. Finds, among other things,
that smali schools and districts have
higher graduation rates, even after con-
trolling for the proportion of minority
students, and that most minority students
are enrolled in large schools and districts.

Johnson, S. M. Teac:ers at Work: Achieving

Success in Qur Schools. New York: Basic
Books, 1990.

Reports on a study of 115 teachers re-
garded as “very good” by their principals.
Teachers described their experiences and
beliefs regarding workplace quality, home-
school relations, school governance, pro-
fessional growth, and other topics. One
finding: teachers in small schools had
much more influence on the ways their

schools functioned than teachers in large
schools. )

Kershaw, C. A,, and Blank, M. A. Student and

Educator Perceptions of the Impact of an
Alterpative School Structure. Paper
presented at the Annual Meeting of the
American Educational Research Associa-
tion, Atlanta, GA, April 1993 (ED 360 729).

Reviews literature on alternative school
programs and reports the results of a
study on the effects of one alternative
school. The perceptions of students,
teachers, counselors, and an administrator
are reported and compared with conditiona
at the larger “base” schools that student
subjects had also attended. Respondents
felt the smaller, more structured, and
more personable environment of the
alternative school was beneficial to stu-
dents.
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Levine, D. U., and Sherk, J. K. Effective

Implementation ofa Comprehension-
Improvement Approach in Secondary
Schools. Kansas City, MO: Center for the
study of Metropolitan Problems in Educa-
tion, Missouri University, May 1990 (ED
327830).

Depicts activities undertaken to improve
students’ reading comprehension at
several urban secondary schools, including
eight schools-within-schools for low-
achieving students in grade 9. Participat- -
ing teachers used local variations of a
program intended to help them acquire
and use comprehension-improvement
strategies. Teacher surveys revealed
positive results, including gains in reading
comprehension, at all participating
schools.

Lindsay, P. The Effect of High School Size on

Student Participation, Satisfaction,and
Attendance.” Educational Evaluationand
Policy Analysis 4/1 (Spring 1982); 57-65.

Looks at tl.e relationship between school
size and the attendance, participation
levels, and satisfaction of high school
seniors across the U.S. Even after adjust-
ing for the effects of setting, SES, and
academic ability, smaller school size was
found to be positively related to all three
dependent variables for both girls and
boys.

McGanney, M. L.; Mei, D. M.; and Rosenblum,

J. Ninth Grade Houses: The Program and
Its Impact in New York City Public High
Schools. Paper presented at the Annual
Meeting of the American Educational
Research Association, San Francisco, CA,
March 1989 (ED 306 284).

Presents information on the implementa-
tion of ninth-grade house plans in 97 New
York high schools. Participating teachers
and administrators had favorable views
toward the program, and the attendance

~ rates of participating students was better

than that of a comparison group. Includes
recommendations for program continua-
tion.

MéGuire, K. “School Size: The Continuing

Controversy.” Educationand Urban
Society 21/2 (February 1989): 164-174.
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Discusses biases and other flaws in the
methods usually used to determine the
relationskip between school size and cost,
and between school size and educational
quality. Speculates that factors other than
size itself—such as whether students
engage in active or passive learning—are
the main determinants of educational
success.

McKenzie, P. The Distribution of School Size:

Some Cost Implications. Paper presented
at the Annual Meeting of the American
Educational Research Association,
Montreal, Quebec, Canada, April 1983
(ED 232 256).

Remarks that many analyses of the school

_size-cost relationship are simplistic and do

not yield useful information. Discusses
and provides mathematical formula for the
dispersion-cost relationship, which reveals
that average per pupil codts declineup toa
point as enrollment increases, reach a
minirum, and then rise with further
school enrollment size increases.

Melnick, S. A.; Shibles, M. R.; Gable, R. K;

and Grzymkowski, V. A Comparative
Study of the Relationships between School
District Size and Selected Indicators of
Educational Quality. Hartford, CT:
Connecticut Association of School Admin-
istrators, Small/Rural Schools Commit-
tee, February 1986 (ED 305 215).

Compares sm:all schools and large, non-
urban schools in Connecticut in terms of
costs, staffing, curriculum, achievement,
attendance, dropouts, and graduate
preparation. No significant differences
were found on most measures, but large
schools were found to offer more advanced
courses and have higher percentages of
students continuing to higher education,
and smaller schools had a larger teacher-
student ratio.

Merritt, R. “The Effect of Enrollment and

School Organization on the Dropout
Rate.” Phi Delta Kappan 65/3 (Novem-
ber 1983): 224.

Presents findings from a study of dropout
rates at 272 secondary schools in Missis-
sippi. Larger schools (those with 400 or
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more students) had higher dropout rates
than smaller schools, unless the grade
levels served are taken into account.
Large schools serving grades 7-12 had
significantly lower dropout rates than
those serving only 9-12 or 10-12, presum-
ably because students experience fewer
transitions.

Miller, J. W.; Ellsworth, R.; and Howell, J.

“Public Elementary Schools Which Deviate
from the Traditional SES-Achievement
Relationship.” Educational Research
Quarterly 10/3 (1986): 31-50.

Reports the resuits of a study that sought
to identify reasons that elementary schools
exhibit reading achievement that is either
significantly higher or significantly lower
than the socioeconomic levels of the
student population would predict. One key
finding isthat higher-than-expected
reading performance was exhibited by low-
SES students attending small schools.

Monk, D. H. “Modern Conceptions of Educa-

tional Quality and State Policy Regarding
Small Schooling Units.” In Source Book
on School and District Size, Cost, and
Quality. Minneapolis, MN: .innesota
University, Hubert H. Humph. ey Institute
of Public Affairs; Oak Brook, IL: North
Central Regional Educational Laberatory,
1992, 34-49(ED 361 160).

Discusses research and contemporary
thinking about the relationship between
educational quality and the size of schools
and school districts. Argues that, despite
the trend toward reorganization of small
schools and districts into fewer and larger
ones, such reorganization does not guaran-
tee improvements in student access to
courses or in student outcomes. Encour-
ages policymakers to consider several
suggested alternatives to the elimination
of small schools and districts.

Monk, D. H. “Secondary School Enrollment

and Curricular Comprehensiveness.”
Economics of Education Review 6/2(1987):
137-150.

Looks at the relationship between school
size and the breadth and depth of the
curriculum. Finds that increasing achool
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size up to about 400 students tends to
bring with it a richer curriculum. For
various reasons, increases beyond 400
students do not generally broaden or
deepen the curriculum. Recommends
maintaining secondary enrollments at
the 400-student level.

Monk, D. H,, and Haller, E. J. “Predictors of

High School Academic Course Offerings:
The Role of School Size.” American
Educational Research Journal 30/1(Spring
1993): 3-21.

Examines relationships among the factors
of size, SES, unionization of teachers,
setting, and grade configuration on the
scope of the high school curriculum. Finds
differential effects of size on curriculum
owing to the influence of the other factors,
suggesting that there is no one optimal
high school size.

Monk, D. H., and Kadamus, J. A. “The

Reform of School District Organizational
Structure.” Advances in Educational
Productivity 5 (1995): 27-47

Discusses issues involved in using re-
search to influence educational policy,
describes a process for analysis and
decision making regarding district organi-
zation, and offers a case study of the
events and problems associated with
district reorganization in New York State.

Nachtigal, P. “Remapping the Terrain: School

Size, Cost, and Quality.” In Source Book on
School and District Size, Cost, and
Quality. Minneapolis, MN: Minnesota
University, Hubert H. Humphrey Insti-
tute of Public Affairs; Oak Brook, IL:
North Central Regional Educational
Laboratory, 1992, 52-71 (ED 361 161).

Traces research showing that large schools
are not necessarily more cost-effective
than small schools, nor do they necessarily
offer better programs of study. Argues
that when small, rural schools engage in
community development and community-
based learning, what we are accustomed to
thinking of as schooling “costs” actually
become investments in the community’s
future.
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Pittman, R. B., and Haughwout, P. “Influ- '

ence of High School Size on Dropout
Rate.” Educational Evaluation and
Policy Analysis 9/4 (Winter 1987): 337-
343.

Scrutinizes data on 744 high schools to
determine the relationship among school

"size, school climate factors, and the

dropout rate. Concluded that large size
contributes to the dropout rate indirectly—
but dramatically—by lowering the quality
of school climate, composed of the vari-
ables of cohesion, levels of participation in
school activities, interaction with faculty,
and magnitude of school problems.

Raze, N. Instructional Implications for

Small Schools: A Review of the Litera-
ture. Redwood City, CA: San Mateo
County Office of Education, SMERC
Information Center, February 1985 (ED
272 347).

Reviews literature on the relative merits
of small and large elementary schools,
concluding that, overall, small schools are
more desirable, not only in rural settings,
but in suburban and urban locales as well.
Cites schooling practices that are particu-
larly suited to small school environments,
including multiage grouping, team teach-
ing, experiential learning, and parent
participgtion.

Robertson, P. Reinventing the High School:

The Coalition Campus School Project in
New York City. Paper presented at the
Annual Meeting of the American Educa-
tional Research Association, San Fran-
cisco, CA, April 1995.

Discusses the Coalition Campus School
Project, which has begun eleven new,
small high schools in New York City.
Provides data showing that ti:ese schools
are appreciably lowering theix costs by
using staff differently than large schools
do. Argues that the ultimate cost to
society of operating small schools is
probably far lower than operating large
ones. This is because the proven positive
effects of small schools on students extend
into adulthood, increasing their productiv-
ity and reducing the likelihood that they
will be burdensome to sociaty.
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Robinson-Lewis, G. Summative Evaluation

of the School-Within-A-School (SWAS)
Program: 1988-1989, 1989-1990, 1990-
1991. Kansas City, MO: Kansas City
School District, August 1991 (ED 346
203).

Presents findings emerging from an
evaluation of the Kansas City, Missouri
SWAS program for at-risk studentsin
grades 7 and 9. Compared with their
performance prior to program participa- -
tion, SWAS student had higher ITBS
scores, high grades, and better attendance.
Recommendations for future operations
are included.

Rogers, R. G. “Is Bigger Better? Fact or

Fad Concerning School District Organiza-
tion." ERS Spectrum 5/4 (Fall 1987): 36-
39.

Challenges Illinois State Board of
Education’s conclusion that large schools
offer a better and broader education than
small schools. Examines data from small
schools in 34 Illinois districts to deter-
mine the relationship between secondary
school size and curriculum, costs, extra-

" eurricular participation, college atten-

dance and success, and dropout rates.
Findings in all areas favor small high
schools.

Rutter, R. A. Effects of School as a Commu-

nity. Madison, WI: National Center on
Effective Secondary Schools, 1988 (ED
3183 470).

Identifies qualities of conventional, large
secondary schools that make them unsuit-
able for meeting the needs of at-risk
students. Examines more and less suc-
cessful alternative secondary programs
and identifies the qualities of those that
are enabling at-risk young people to
succeed. Important differences relate to
the interpersonal support and individual-
ized attention that are possible in smaller
learning environments.

Schoggen, P., and Schoggen, M. “Student

Voluntary Participation and High School
Size.” Journal of Educational Research 81/
5 (May/June 1988): 288-203.
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Examines the relationship between high
school size and student participation in
voluntary extracurricular activities by
reviewing yearbook information on over
16,000 seniors in nonurban settingsin
New York state. Corroborated results of
earlier studies that revealed much higher
levels of participation in smaller achools.

Simmons, R. G. “Social Transition and

Adolescent Development.” New Direc-
tions for Child Development 37 (Fall
1987): 33-61.

Cites research on the events and particu-
lar stresses of adolescent development,
especially asthey affect disadvantaged
students. Discusses adolescent develop-
ment in relation to research on school
structures and sizes. Recommends that
young adolescents attend smaller

" schools—or, if they attend larger schools,

that they be placed in “smalier, stable,
intimate subgroup environments within
the school.” .

Smith, D. T., and DeYoung, A. J. “Big School

vs. Small School: Conceptual, Empirical,
and Political Perspectives on the Re-
emerging Debate.” Journal of Rural and
Small Schools (Winter 1988): 2-11.

Restates the arguments that have been
used in support of consolidating small,
predominantly rural schools into larger
units, and cites research findings demon-
strating that the case for consolidation is
unsound. Identifies a range of small-
school and -district advantages similar to
those cited in other research investiga-
tions,

Smith, G. R., and Gregory, T. B. Major

Contrasts in the Social Climates of Two
High Schools in the Same Town. Paper
presented at the Annual Meeting of the
American Educational Research Associa-
tion, Washington, DC, April 1987.

Uses a climate assessment instrument, a
series of in-depth interviews, and dataon
student performance to identify differences
between a comprehensive high school with
1,000 students and an alternative school
with 175 students. The alternative
school's teachers and students were
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much more satisfied than those in the
large school and their sense of commu-
nity was much stronger. The alternative
school’s students also exhibited higher
achievement test scores.

Smith, G. R.; Gregory, T. B.; and Pugh, R. C.
“Meeting Student Needs: Evidence for
the Superiority of Alternative Schools.”
Phi Delta Kappan 62/8 (April 1981): 561-
564. -

Investigates the relative opinions of
comprehensive and alteznative school
students and teachers as to how well their
schools meet the students’ needs in the
areas of security, social relationships,
esteem (expectations of success), and self-
actualization. Alternative schools re-
ccived much higher ratings than compre-
hensive schools by both students and
teachers, with school size being a “poten-
tially confounding variable” rather than a
clear cause of the differences.

Stockard, J., and Mayberry, M. “Resources
and School and Classroom Size.” Chapter
8in Effective Educational Environments.
Newbury Park, CA: Corwin Press, Inc.,
1992,40-58.

Summarizes key documents from the’
school size literature, ranging from James
Conant’s The American High School Today
to the present. Concludes that some of the
assumptions supporting the move to larger
and larger high schools are inaccurate and
cites research findings in support of small
schools and districts.

Stolp, S. “Every School a Community: The
£ cademie Value of Strong Social Bonds
Among Staff and Students.” OSSC
Bulletin 39/1 (October 1995): eatire
issue.

Cites research and case studies demon-
strating the beneficial effacts of school
environments characterized by shared
purpose, belongingness, mutual support,
and other features of community. Notes
that many of these environmental features
are best achieved in small schools or amall
sub-units within schools.

Toenjes, L. A. Dropout Rates in Texas School
Districts: Influences of School Size and
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Ethnic Group. Austin, TX: Texas Center
for Educational Research, August 1989 (ED
324783).

Studies data on the largest 21 school
districts in Texas to determine the rela-
tionship of school size and ethnicity to
dropout rates. Whites had the highest
dropout rates (compared to blacks and
Hispanics), and there was a strong positive
relationship between school size and
dropout rate.

Welberg, H. J. “On Local Control: Is Bigger
Better?” In Source Book on School and
District Size, Cost, and Quality. Minne-
apolis, MN: Minnescta University, Hubert
H. Humphrey Institute of Public Affairs;
Oak Brook, IL: North Central Regional
Educational Laboratory, 1992, 118-134(ED
361164).

Provides data on increases in the past 50
years of school and district size; reviews
literature on the effects of school and
district size, and presents findings from an
analysis indicating that the higher the
percentage of school costs provided by the
state, the lower the achievement of
students in that state.

Way, J. W. Evaluation of the School Withina
School, 1984-85. Kansas City, MO: Kan-
sas City School District, August 1985 (28
211). :

Investigates the effects of school-within-a-
school programs for low-achieving ninth
and tenth graders in five secondary
schools. Program students compared
favorably with comparison students and
with their own previous performance on
measures of reading achievement, aca-
demic self-concept, attitudes toward
school, and discipline interruptions. Math
performance was superior but not signifi-
cantly so, and attendance data were
confounded.

Welch, J., and McKenna, E. SWAS: School
within a School. A Miadle Level Dropout
Intervention Program. North Kingstown,
RI: North Kingstown Public Schools,
November 1988 (ED 302 919).

Describes the SWAS program serving at-
risk middle school students at Davigville
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Middle School. Program students re-
enter the regular Davisville program
when their achievement and teacher
recommendations warrant doing so. A
key components is required parent
involvement. During the period studied,
84 percent of participating students had
improved grades, and teacher percep-
tions of student behavior and attitudes
were positive.

Williams, D. T. The Dimensions of Education:

|

|

i Recent Research on School Size. Working

| Paper Series. Clemson, SC: Clemson
University, Strom Thurmond Institute of
Government and Public Affairs, December
1990(ED 347 006).

Reviews 30 research astudies on school size
and its relationship to other factors, such
as class size and district size. Finds that
large schools are not necessarily more
cost-effective, nor do they necessarily
provide a higher-quality education, than
small schools. Quotes extensively from
the studies reviewed.

General References

Alberta Department of Education. Small
School /| Large School Comparative Analy-
sis. Edmonton, Alberta: Planning and
Research Branch, Alberta Department of
Education, October 1984 (ED 257 609).

Discusses the relative merits of small and
large schools in Alberta, particularly in
the rural communities that make up most
of the province. Cites research indicating
that there are no significant achievement
differences, but finds that small schools
are costlier. Supports the continuation of
small, rural schools and cites conditions
required for quality education in such
settings.

Bank Street College of Education, and Public
Education Association. Making Big High
Schools Smaller. A Review of the Imple-
mentation of the House Plan in New York
City’s Most Troubled High Schools. New
York: Bank Street College of Education;
Public Education Association, January
1989 (ED 347 212).
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Reviews the implementation of five ninth
grade SWAS units in New York City that
focus on dropout prevention. At this
early stage, the report does not focus on
student outcomes, but rather critiques
implementation activities and makes
recommendations for improvement. In
general, evaluators felt that the SWAS
arrangements were too similar to tradi-
tional high schools and should have more
administrative support, student choice,
and flexible scheduling.

Barker, B. O. The Advantages of Small

Schools. ERIC Digest. Las Cruces, NM:
ERIC Clearinghouse on Rural Education
and Small Schools, February 1986 (ED 265
988).

Summarizes research on the advantages of
small schools (defined as 300 or fewer
students) in the areas of student achieve-
ment; personal relationships among
students, teachers, administrators, par-
ents, and community members; student
participation in extracurricular activities;
student and staff morale; feasikility of
using effective instructional metbods;
and incidence of discipline problems.

Cawelti, G. “Restructuring Large High

Schools to Personalize Learning for All.”
ERS Spectrum 11/3 (Summer 1993): 17-21.

States the generally accepted findings from
the school size research-—that large
schools have negative effects on student
attitudes, participation, and achievement.
Describes the kinds of structures that are
being developed in some large high schools
to mitigate those effects: “house plans” or
schools-within-schools, special curriculum
schools, teacher-adviser programs, and
block scheduling.

Cohen, B. P. The Effects of Crowding on

Human Behavior and Student Achieve-
ment in Secondary Schools. Philadelphia,
PA: Philadelphia School District, Office of
Curriculum and Instruction, 1975 (ED 188
279).

Reviews research literature on the differ-
ential effects of small and large secondary
schools as a prelude to presenting design
ideas for an effective sacondary school.
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Found small schools to be supericr to
large ones in terms of dropouts, student
interest and involvement, vandalism,
absenteeism, achievement, leadership
development and sense of identity.

Conway, G. E. Small Scale and School Cul-

ture: The Experience of Private Schools.
Charleston, WV: ERIC Clearinghouse on
Rural Education and Small Schools,
November 1994 (ED 376 996).

Examines school size in relation to educa-
tional quality and school culture in private
schools. Small size enables private schools
to establish shared purposes, personal
loyalties, and common sentiments that are
often absent from large public schools.

Edington, E. D., and Martellaro, H. C. Vari-

ables Affecting Academic Achievementin
New Mexico Schools. Paper presented at
the Annual Meeting of the American
Educational Research Association, New
Orleans, LA, April 1984 (ED 271 267).

Investigates the relationship between
school size and achievement—both with
and without considering the influence of
other variables—in New Mexico schools
over a four-year period. This reports on
the same study as Edington and
Martellaro (1989-90), above.

Fowler, W. J., Jr. What Do We Know about

School Size? What Should We Know?
Paper presented at the Annual Meeting of
the American Educational Research
Association, San Francisco, CA, April 1992
(ED 347 675).

Reviews research on the relationship
between secondary school size and other
variables such as curricular offerings and
the student outcomes of achievement
attitudes, extracurricular participation,
and college behavior. Research indicates
that small schools—those with no more
than 400 students—produce more desir-
able outcomes in all of these areas than
large schools.

Green, G., aud Stevens, W. “What Research

Says about Small Schools.” The Rural
Educator 10/1(Fall 1988): 9-14.

Reviews research literature on the
effects of school size on levels of student
participation in school-related activities
and student achievement. Concludes
that students in small schools exhibit
academic performance at least equal to,
and sometimes higher than, those from
larger schools and that their levels of
participation are considerably higher.

Gregory, T. B., and Smith, G. R. “The Case

for Small High Schools.” In High Schocls
as Communities: The Small School
Reconsidered. Bloomington, IN: Phi
Delta Kappa, 1987, 68-85 (ED 278 518).

Summarizes research pointing to the
superiority of small high schools over large
ones. Findings concern costs, curricular
richness, and benefits accruing to teachers
and students.

Henderson, H., and Raywid, M. A. “Small’

Revolution in New York City.” Journal
of Negro Education 63/1 (1994): 28-45.

‘Discusses the development of several

dozen new alternative high schools in New
York City establighed largely in response
to research indicating that smaller schools
serve studente—and especially disadvan-
taged students—better than larger, more
compartmentalizedand bureaucrahzed
schools.

Howley, C. “Literature Review.” In Sizing up

Schooling: A West Virginia Analysis and
Critique. Unpublished Doctoral Disserta-

tion, West Virginia Umvernty, Morgan
town, WV, 1996, .

Reviews the literature on school size and
concludes that size, rather than being a
mere “container” for other variables, is a
key structural variable in its own right.
Asserts that school size interacts with SES
in such a way that high- and low-SES
student populations will be affected differ-
ently by the size of school they a'tend.

Howley, C. B. Personal communication,

March 21, 1996.

Calls attontion, in a letter accompanying
his review draft of the present paper, to
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the fact that the research on small vs.
large schools is more extensive and
conclusive than that on SWAS pians.
Remarks on the necessity for the SWAS to
be a separate entity from the other
school(s) in the same building.

Howley, C. B. “Synthesis of the Effects of

School and District Size: What Research
Says About Achievement in Small
Schools and School Districts.” Journal of

Rural and Small Schools 4/1 (Fall 1989): .

2-12.

Summarizes the reasoning behind the
large-scale school consolidation movement
of this century, cites early research on the
effects of school size, explains the superior-
ity of more recent research methods,
shares the results of methodologically
sound school size research, and discusses
the implications of these findings for
planners. Finds small schools more
beneficial to students than large schools in
a variety of ways.

Huling, L. “How School Size Affects Student

Participation, Alienation.” NASSP
Bulletin 64/438 (October 1980): 13-18.

Reviews research on the relationship of
high school size to student participation in
cocurricular activities and to student
alienation. Reports that large size corre-
lates negatively to participation and
positively to alienation, especially for
“marginal” students. Recommends that
educators and board members consider
these findings along with academics, cost,
and convenience when making decisions
related to school size.

Kearney, J. M. The Advantages of Small

Rural Sckools. Final Report to the Idaho
Rural School Association. Moscow, ID:
University of Idaho, College of Educa-
tion, February 1994 (ED 373 934).

Reviews research on small and rural
secondary schools, discusses the character-
istics of rural education, analyzes Idaho
high school data, and presents arguments
for and against consolidation of rural
schools. Among the findings are that
small schcols produce achievement out-
comes superior to those of larger schools
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and that minority and at-risk students
benefit the most from small school envi-
ronments. ’

Lomotey, K., and Swanson, A. D. “Urban and

Rural Schools Research: Implications for
School Governance.” Education and
Urban Society 21/4 (August 1989): 436-
454,

Compares rural schools, typical urban
schools, and effective urban schools on
many characteristics, including size,
nature of student population, achievement,
school culture, discipline, administrative
leadership, teaching staff, curriculum, and
others. Finds that many of the virtues of
rura! schools are related to their relatively
small size.

Lund, D. R.; Smith, J. A.; and Glennon, M. L.

“What's Happening in...East Williston,
New York?” Phi Delta Kappan 64/7 (March
1983): 503-504. .

Traces the history of the school-within-a-
school at Wheatiey School, an alternative
secondary program featuring shared
decision making, nontraditional teaching
methods, and student self-evaluation.
Identifiezs problems encountered, out-
comes and recommendations for im-
provement. '

Martellaro, H. C., and Edington, E. Relation-

ship of School Enrollment Size to Aca-
demic Achievement in New Mexico. Paper
presented at the Annual Meeting of the
Rural Education Association, Manhattan,
KS, October 1983 (ED 234 956).

Reports on the same research study as
that summarized in Edington and
Martellaro(1984), above.

Meier, D. The Power of their Ideas. Lessons

for America from a Small School in
Harilem. Boston: Beacon Press, 1995.

Describes the history and operation of the
highly successful Central Park East,
comprised of four public schools which,
collectively, serve students in grades K-12,
most of whom are low-SES African Ameri-
cans and Hispanics. The author draws
from her CPE experience to argue for a
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kind of school reform in which all chil-
dren would attend small schools.

Mergendcller, J. R. To Facilitate or Impede?

The Impact of Selected Organizational
Features of Secondary Schools on Adoles-
cent Developraent. Ecological Perspectives
for Successful Schooling Practice. San
Francisce: Far West Laboratory for
Educational Research and Development;
Madison, Wi: Wisconsin Center for
Education Research, 1982 (ED 233 501).

Presents a theory of adolescent develop-
ment and reviews research findings in
light of the author’s theory. Argues that
the greater participation levels in smaller
schools benefit students’ development,
because they are able to experienca
multiple roles, feel needed, and develup
friendships with fellow participants.

Nickle, M. N : Flynt, F. C.; Poynter, S. D.; und

Rees, J. A., Jr. “Does it Make a Difference
if You Change the Structure? Schoel-
within-a-School.” Phi Delta Kappan T2/2
(October 1980): 148-152.

Describes a SWAS program developed by
four teachers in a Springdale, Arkansas
high school. Featuring an interdiscipli-
nary program, flexible scheduling, and
common planning periods, the program
became part of the Coalition of Essential -
Schools. Students surveyed identified
several reasons for prefarring the SWAS to
“rogular” school—less pressure, taking
more responsibility for their learning,
interrelatedness of learning content, and
relsvance of the instructional program to
“real lif2.”

Ornstein, A. C. “SchooiSize and Effectiveness:

Policy Implications.” The Urban Raview
22/3 (Ssptember 1990): 239-246.

Gives a brief overview of research findings
on the relationship between school size
(elementary and secondary) and variables
such as cost, cwrricular richness, and
affectivo characteristics of students.
Identifiea appropriate elementary school
size a3 200-600 and appropriate secondezy
school siz~ as 300-1000.
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Oxley, D. *Organizing Schools into Smell

Units: Alternatives to Homogeneous
Grouping.” Phi Delta Kappan 16/{ (March
1994): 521-526.

Cites research findings about the negative
effects of lazge high schools and the
practice of academic tracking as a leag-in
to a discucsion of the virtues of small
units of heterogeneously grouped stu-
dents at the secondary level. Discusses
two schools— one German and one
Americen—which are structured in this
way and which focus on successfully
educating all of their students.

Parrett, W. H. “Experiences of Alternative

Secondary Schools Can Help Rural
Schoels.” Action in Teacher Education 4/4
{Winier 1082): 45-49.

Identifies educational practices that have
proved effective in alternative schools and
recommends that rursl gchaols, which
because of their small size can also imple-
ment these practices, review and inake
use ¢ them. Among practicea cited are
use of adapted materiale, attention to
students’ persona] issues, community
Jearning experiences, scliciting student
input for learning experiences, and indi-

.vidualizing learning activities.
Piper, P. 5. “Schvols-Within-A-Schoal: The

Kape’a Elementary School Modol.” Educa-
tional Innonations in the Pacific 21
(September 1994). (EL 375 469).

Discusses the development and implemen-
tation of several subject-area school-
within-a-school structures—those focusing
on math, science, creative and critical
thinking, technolegy, language arts, ete.
Though initial parent, staff, and student
attitudes wera positive, several problems
and their proposed solutions are identified.
Recommendations for successful «chools-
within-schoolsareircluded.

Ramirez, A. “Size, Cost, and Quality of

Schools and School Districts: A Question
of Context.” In Source Book on School
and District Size, Cost, and Quality.
Minneapclis, MN: Minnesota University,
Hubert H. Humphrey Institute of Public
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Affairs; Qak Brook, IL: North Central
Regional Educational Laboratory, 1992,
72-93 (ED 361 152).

Reviews literature on the relationship .
between school and district size on one
hand, and course offerings, teacher
qualifications, student behavior, student
participation, and school climate on the
other. Concludes that size per se is
unrelated to student achievement and
that the organization of classrooms—“the
basic unit of contact™—is the key slement
of a scheals’ success or failure.

Raywid, M. A. “Family Choice Arrangements
in Public Schools: A Review of the
Literature.” Review of Educational
Research 55/4 (Winter 1985); 435-467.

Reviews the history of family choice
opportunities in public schools and dis-
cusses the range of motives behind fami-
lies’ exercise of school choice. Describes
several choice models, including alterne-
tive schools and SWAS plane.

Rogers, B. “Small Is Beautiful.” In Source
Book on Szhool and District Size, Cos?,
and Quality. Minnéapolis, MN: Minne-
scta University, Hubert H. Humphrey
Institute of Public Affairs; Ok Brook, IL:
North Central Regional Educational
Laboratory, 1992, 96-116 (ED 361 163).

Cites researca findings regarding the
advantages of small secondary schools and
illustrates these vrith ariecdotal reports
gathered from participating schools in the
Coalition for Essential Schools. Discusses
reasons the vision of the lerge, “compre-
hensive” high school is unsuitable for
meeting the needs of today’s students.

Sergiovanni, T. J. Organizations or Communi-
ties? Changingthe Metaphor Changes the
Theory. Paper presented at the Annual
Meeting of the American Educational
Research Association, Atlanta, GA, April
1993 (ED 376 008).

Argnes that we should regard schools as
communities, rather than regarding them
as organizations. Because communities
focus more on the personal and interper-
sonal than do organizations, this shift
brings with it several implications, includ-
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ing the need to move away from bursau-

cratic authority, change school structures,
and decrease school size.

Sparker, R. L., and McIntire, W. G. “Com-
munity and School Size as Factors in the
Jok Satisfaction of Principals in New-
foundland and Labrador.” Journal of
Rural and Small Schools 2/3 (Spring
1988): 1i-15.

Reports findings from a survey of over 400
principalsin Newfoundland and Labrador
on measures of job satisfaction, and
correlates these with school and commu-
nity size. Principals of large schorls
(those with 16 or more teachers) in large
communities (*hose with populations

over 1,500) exhibited greater professional
satisfacticn than those in smallgr schools.

and/or communities. Reccvinmendations
include better recruitment procedures
and professional development activities
for principals of small schools,

Stevens, N. G., and Peltier, G. L. “A Review
of Research on Small-School Student

Participation in Extracurricular Activities.”

Journal of Research in Rural Education
10/2(Fall 1994): 116-120. '

Cites research cn the beneficial effects of
attending small schoolc, including greater
participation in extracurvicular activities,
leadership cpportunities, learning motiva-
tion, and feelings of being needed and
valued. Effects of greater participation in
school activities were founa to be long-
lasting.

" Swanson, A D. “The Matter of Size: A

Review of the Research on Relationships
between School and District Size, Pupil

Achievement and Cost.” Research in Rural

Education 5/2 (Spring 1988): 1-8.

Reviews research on the relative merits of
small and large schools and school dis-
tricts, giving consideration to both the
achievement and affeciive qualities out-
comes of students in different settings.
Findings include that smaller schools
foster more positive student attitudes
and interpersonal relationships and sre
not 8o deficient in their range of curricu-
lar offerings as was once balieved.
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Walbberg, K. J., and Walberg, H. J., II1.
“Losing Local Control.” Educational
Researcher 23/5 (June/July 1994): 19-26.

Examines relationships in 38 states
among schoal size, district size, percent-
age of schooling costs paid by the state,
percentage paid locally, and student
achievement. Smaller schools exhibit
higher achievement than larger schools
at the secondary and particularly the
elementary level. States in which states
provide a smaller percexitage of costs and
local government pays a larger percent-
age have higher achievement than states
in which the reverse condition prevails.

This publication is based on work sponsored wholly, sr in part, by the Office of Fducational Research and Improveweant
(OERD), US. Depmment of Education, under Contract Number Rf91002001. The content of this publication does not
uecessarily reflect the views of OERI, the Deputment, or any other sgency of the U.S. Government.

This pablication is in the public domain and may Le repmdueod and disseminated without permission. Plecse acknowl-
edge NWREL as the developur.
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ScHooL IMPROVEMENT RESEARCH SERIES

Providing Integrated Services
in an Inner-City School

The Family Academy
New York, New York

Joan Shaughneszsy

“Research You Can Use”

Snapshot #37 BRI AN

Research Findings

In the heart of the Herlem neighborhood of
New York City, a small public elementary
school named the Family Academy has de-
signed an approach that successfully integrates
socisl services with academic learning. The
scliool raises funds that pay for additional staff
and supplemental learning experiences, so
that it can address problems that are usually
beyond the purview of educators. By creating
a community, and then by addressing the basic
needs of the families in this community, the
school has been able to provica aa enriched
atmosphere of learning for its students.

The research-supported practices that are
exemplified in the Family Academy have been
summarized in the Northwest Regional
Education Laboratory’s Effective Schooling
Practices: A Research Synthesis /1995 Update
(Cotton 1695). These include:

2.3 School Leaders and Staff

a. Learn about the array o»f medical and
social service providers in the
community and how to access them. -

d. Assist needy families to access
appropriate health and social service
facilities and providers in the com-
munity,

e. Identify neety children and families
early in the children’s school experi-
ence and work with community
agencies on prevention and interven-
tion activities.

2.8.1 Administratorsand Teachers
Involve Parents and Conmunity
Members in Supporting the -
Instructional Program.

Administrators and teachers:

a. Ccmmunicate repeatedly to parents
that their involvement can graatly

Collaborate with Community enhance their chiidren’s school
Agencies io Support Families with f:rfi) n;w;xce, :;e gardless of their own
Urgent Health and/or Social Service vel ol education.
Needs.
c. Strongly encourage parentsto
. become involved in activities that
School leaders and staff: support the instructional pro .
T

e S Nurthwest Regional Educational Laboratory
Wl 101 8.W. Main Street, Suite 500
Portland, Oregon 97204

Telephone (503) 275-9500
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d. Provide parents with information
and techniques for helping students
learn (e.g., training sessions, hand-
books, make-and-iake workshops,
etc.).

e. Est.blishand maintainregular,
frequent home-school communica-
tions. This includes providing
parents with information about
student progress and calling atten-
tion to any areas of difficulty. ‘

2.82 Administrators and Teachers
Involve Parents and Community
Members in School Governance.

Administrators and teachers:

b. Communicate clearly to parents the
procedures for involvement and use
the procedures consistently.

c. Engage pavent and community
participation on school-based man-
agement teams.

f.  Work with cultural minority parents
and community members to help
children cope with any differences in
norms noted hetween the home and
the school.

2. Involve parents and community
members in decision making regard-
ing school governance and school
improvement efforts.

h. Munitor and evaluate parent/commu-
nity involvement activities and
continually work to keep participa-
tion effective.

i. Publish indicators of school quality
and provide them to parents and
community members periodically to
foster communication and stimulate
publicaction.

Context

The Family Academy serves 250 children in
grades K-4 in the Harlem neighborhood of
New York City. It is housed in a three-story
concrete slab monolith that has a small, poorly
equipped asphalt “yard” encased in a chain link
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fence. The first two stories of the }uilding
contain one of the city’s regular schools and a
Head Start Program, while the third floor
h9uses the academy.

Enroliment statistics show that the academy’s
population is comparable to other Harlem
neighboerhood schools. Eighty-five percent of
the families in this school are on some form of
public assistance, and more than 40 percent of
the academy’s families live in public housing
units. The majority of the children are
members of minority groups; most come from
African American and Latin American cul-
tures.

The founders of the Family Academy chose to
s.rve this population in a unique way. Their
dream was to start with a small educational
community and to nurture it as it grew. In
the academy’s first year (1991-92), the school
selected just 50 kindergarten children and
then continued to add another 50 kindergart-
ners each of the subsequent years. The
selection criterion for applicants has been that
the families live within walking distance of the
school. From that pool of interested families,
50 kindergartners are chosen randomly each
year. To prevent the separation of siblings,
families with children already enrolled in the
school are given first preference when selec-
tions are made.

The school receives standard funding from the
New York City Board of Education but supple-
ments those dollars with grant money from
corporations, individuals or charitable founda-
tions. With these dollars, the academy runs
additional programs and has designed a
support structure for the entire family unit.
Family services are housed under the
academy’s roof, providing a broad range of
assistance for family problems on site. The
acaderuy also helps families to access an even
broader array of services from local commu-
nity organizations.

School Philosophy

The Family Academy is dedicated to ensuring
that inner city children receive the same
opportunity to learn &s children in more
affluent school settings. To that end, the
school creates a stimulating and nurturing
environment for its students and extends the
school day and year to provide plenty of time
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for learning. Instead of ending at 3:00 p.m.,
the Family Academy classes run until 5:00
p.m., adding valuable hours for classroom
instruction. The school also continues most of
the summer, scheduling only a short vacation
period. This means that students’ growth and
development does not lose ground during
summer months. Academy staff also provide
enriching experiences in music, drama and
physical education during the summer.

School staff operate from several key convic-
tions about the root causes of educational
failure in this community. They believe that
stadents’ learning falters when they are
distracted by health problems, family -
struggles, isolation, personal anonymity, poor
language skills, or other disadvantages. Any
or all of these hamper learning and communi-
cation. The academy’s founders believed that
despite these many problems, students can
excel academically if a responsive and sustain-
able support structure makes learning pos-
sible. The academy provides organizational
mechanisms that address critical family and
health issues, while at the same time enabling
teachers to focus on classroom instruction.
The school emphasizes a challenging, compre-
hensive curriculum that fosters language skills
and critical thinking.

The academy’s curriculum and its parent
classes are geared to help both adults and
children in this community develop their
language capacity. Staffrecognize that oral
communication may initially be difficult and

.uncomfortable for both the parents and the

childrensbut they also know that with support
and encouragement, the parents and their
children can improve their communication
skills and broaden their horizons via both the
written and apoken word. This is reflected
throughout the school. For example, the
strong schoolwide emphasis on language arts
is evident in the library, where books are
chosen to promote and respect the students’
self-concepts, and also to provide examples of
successful conflict resolution.

Effective Structures of the
Family Academy

What makes the Family Academy successful?
Three unique features stand out: social
support structures supplementing the instruc-
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tional program, support for staff, and the small
school size.

S0cIAL SUPPORT STRUCTURES

To ensure that there are enough epecialists to
supplement the educational mission of the
school by serving social needs, a Child and
Family Service Center operates at the school.
This center includes a family worker, a
learning specialist, a child psychologist, anda
college intern to work with children when
teachers nesd a break from class.

Having a building-based social worker is a
crucial component of this school. Her respon-
sibilities include conducting all family intake
interviews and coordinating social services for
the families. She knows the problems of all
families served by the academy, and she
carries a beeper with her at all times so as to
be accessible to the families 24 hours a day.
She maintains communication with families to
minimize situations that could interfere with
learning. The problems she addresses include
health and housing problems, interpersonal
family struggles, and legal issues.

Having specialized help to work with troubled
families means that school ataff can intensify
their focus on the academic work of school.
Contacts made by staff of the Child and Family
Service Center make it possible for academy
staff to learn about family concerns. The extra
staff in the center focus on solving children’s
problems immediately instead of passing
these on to another agency.

Other support structures back up the instruc-
tional work of the achool. For example there
are two staff members working on fundraising
and public relations with funding agencies.
Their success means that students and staff
receive additional help from interns, busi-
nesses and community volunteers. This
outreach increases adult contacts and person-
alized attention for all students.

SurroRT PROVIDED TO STAFF

Because the Family Academy is part of the
public school system, it recruits its staff from a

* pool of certificated applicants. Once staff are

chosen, academy personnel orient them to the
school’s unique way of operating. By providing
additional support for the staff in the form of
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professional development, additional volun-
teers, and coliege interns in the classroom, the
school makes it possible for teachers to focus
on student learning and to work more effec-
tively. It is particularly important to value
and support the staff in a school like this,
because the days here stretch well beyond the
8:00 a.m.-t0-3:00 p.m., September-to~June
length of the normal school day and school
year. Teachers who expect to leave the school
building at 3:00 o’clock would find themselves
out of sync with the school philosophy. At the
same time, there is a recognition that acad-
emy staff have full lives beyond their work,
and they are asked to share this with the
families in the school. Staff share their
hobbies, their interests, and their skills, which
makes it possible for them to be an integral
part of the school’s year-round community.

ScHooL Size

Another goal is to build the self-esteem of
community members, and here, the small,
intimate environment of the school plays an
important role. Urban anonymity can
threaten self-concept, so the school has
created a place where all members of the
community are known and cared about. Staff
at the school know all children and all parents
by their first names and bring personal
touches to their interactions with families.
Staff greet ali members of the family warmly
when students are being dropped off or picked
up. They invite whole families to get involved
in the school and then provide a welcoming
atmosphere.

Personal contact turns out to be a great
contributor to community development.
Parents are more likely to participate in
school-related events when they are ac-
quainted with academy staff, and students
respond better when school staff have a
personal relationship with their whole family.
By consciously designing a system that fosters
a sense of community ownership, the academy
draws more parents into the school. Over
time these adults join together through a
commeon commitment to improving student
performance.

Because the school started small, it was
possible to establish a8 norm of honest and
direct communication. Issues are dealt with
directly, and adults and children to learn to “be
straight” with one another. The longer days
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mean that staff are not rushed and can take
the extra time to foster open communication
with and among the students. Staff model
conflict resolution in their relationships with
each other and with the children. Children
are frequently asked to “look me in the eye”
when they are talking to an adult and are
prevented from retreating into a passive
stance by staff’s persistent—but caring—
probes to learn abov.t students’ personal
problems. Academy staff have learned that
being insistent pays off; problems and inci-
dents that are ignored surface repeatedly until
they are addressed. Steffapproach these
matter-of-factly, bringing their interpersonal
skills to their relationships with each other,
the children, and their parents, and model a
sense of community by revealing their whole
person to each other.

A small school is a safer place to share per-
sonal interests and passions. The extended
day and extended year mean that work at the
school is a major part of life; in the intimate
environment, staff make their long days
meaningful and personally relevant.

Program Features

FAMILY INTAKE INTERVIEWS AND STUDENT
ASSESSMENT

Intake interviews are conducted for all new
kindergarten students entering the school.
These interviews take from thirty minutes to
two hours. During the interview, the social
worker completes a family profile, describing
the medica! history of all family members,
housing needs, and child welfare concerns. To
promote a sense of trust, parents receive a
tour of the file storage area and learn about
the security measures used to maintain
confidentiality. The academy warns parents
that the interview might be uncomfortable,
but that the social worker can provide better
service if the family situation is explained in
full. Parents are asked to sign consent forms
that will make it easier for the social worker
to serve as an advocate on their behalf.

COORDINATION OF SERVICES

At the Family Academy, the school becomes
the introductory point of contact for coordi-
nated or expanded services for families. In the
academy’s neighborhood, most families receive

0
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piecemeal services provided by lscal walk-up
clinics. The typical Harlem clinic is not
equipped or funded to address chronic or
complicated problems that need long-term
solutions, such as in-depth counseling or
extendad care. Instead, a person needing
service typically arrives with a specific acute
probiem, and that emergency is dealt with on
the spot.

The Family Academy, through its social
worker, seeks ongoing services for the whole
family. It coordinates management of the
family’s needs and lecates the most compre-
hensive services available. Because of the
social worker’s intervention, hiealth services
are offered to both adults and children simulta-
neously in a coordinated fashion. This often
means that the family must travel beyond
their own neighborhood to a new provider with
specialized services. If this is the case, the
school makes these arrangements, too. By
serving as the coordinator of family cases, the
academy enhances communication and en-
sures that pertinent information will be shared
across service providers.

In addition, having an on-site social service
team ensures that problems are assessed
quickly and solutions are sought. Members of
the entire social service team are available to
make the family’s contact with service provid-
ers go smoothly. They may help out by
providing a case history to the agency prior to
an appointment or by educating the family so
parents bring needed materials to an appoint-
ment. By ensuring that the family has the
necessacy paperwork, the precise name for a
medical condition, aitd/or the description of a
problem identified during assessment, the
experience at the doctor’s office becomes less
traumatic for the family.

FACILITATION OF SERVICES

Not only are the services located by school
staff, but having extra support staff means that
the school can malke appointments for services
and help family membera get to these appoint-
ments. The school staff described a recent
example: When a student’s health problem
was noted, and high-quality services were
located in a neighborhood a cab ride away from
the school, the girl’'s mother resisted taking
the girl to her appointment. So, a school staff
member transported the girl to her appoint-
ment a few times, each time inviting the
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mother to go along. At first, the mother was
anxious and unwilling to ride along, but after a
few doctor visits, she agreed to accompany her
daughter to the doctor’s office. The staff
member was able to talk with the mother,
encourage and support her through the
unfamiliar and uncomfortable experience of
going to the doctor’s office. After a few of
these accompanied trips, the mother became
ready to take the girl herself, without the
assistance of the staff member.

Family Academy staff consider helping families
to use resources appropriately to be part of
their responsibility. Helping a mother gain
communication skills so she can work with a
health care professional is part of the school’s
domain. By accompanying the staff member,
the mother could observe the staff's relation-
ship with the doctor and slowly learn to trust
the system.

Working on these problems takes a lot of
commitment and perseverance. In one
conversation, a staff member said that many of
the schools efforts are fueled by the “f* word;
“f” at this school stands for “follow-through.”
Once they initiate a set of inquiries, staff
members do not allow themselves to be
discouraged by bureaucracy. They continue to
call and to nag until one of two things happen:
either they develop a personal relationship
with agency social workers and receive per-
sonal attention, or they gain a reputation for
being “pests.” In either case, local agency staff
“know we will not go away,” and have begun to
respond to Family Academy requests. .

The Family Academy also uses networking to
lea-n about all available services. One ex-
ample is the academy’s dealings with Child
Welfare. Recommendations made by Child
Welfare social workers vary; not all arrange
for the comprehensive service for families.
For example, Child Welfare can provide a
homemaker to a family; this person helns with
laundry, advises about nutritional needs, etc.,
but some welfare workers were not prescrib-
ing this service. Once this was recognized, the
academy decided to pressure ChLild Welfare to
recommend the most appropriate services for
academy families.

Focus oN TEACHING SOCIAL SKILLS

In addition to academic instruction in the

_classroom, Family Academy students are
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specifically taught many interpersonal coping
mechanisms, such as using words to express
feelings and finding acceptable ways to resolve
conflicts. For example, when any kind of
argument or controversy breaks out among
the students, any adult (administrator,
teacher, or college intern) in the vicinity steps
in and tells the children that this kind of
behavior is not acceptable at school. Adults
ask the student to use language to talk about
the conflict and/or offer a solution.

PARENTAL INVOLVEMENT IN SCHOOL LEARNING
Parental involvement is a crucial aspect of the

Family Academy program, and many ap-
proaches have been used to encourage their

_ participation in the learning community.

Learning opportunities are provided to parents
in four ways. First, classes are held to assist
parentsin curriculum-related topics such as
math instruction or language arts. The most
popular course offered at the school has been
an African American literature course.

Second, materials that can guide parents are
made available for parental checkout in the
small school library. When parents drop by
the library (which is open at the beginning and
end of each day), the librarian wheels a cart of
parental books out from behind the desk and
describes the available books to parents. He
collects materials of interest to parents at the
local library and keeps them informed about
local events. Thirty to forty parents use the
library services regularly.

A third way that parents are engaged is
through direct one-on-one consultation. Staff
meet with parents and hear about the specific
concerns or confusion parents are experienc-
ing about ways to support their children’s
learning. Then staff explain the kind of
reinforcement that parents can provide—e.g.,
phonics practice at home, mecognizing letters
of the alphabet, or understanding uses of
arithmetic when shopping at the store. All of
these strategies are explained directly to
parents at teachable moments.

A fourth way that parents receive help is
during a weekly parent rap group meeting.
These informal meetings help parents learn
from each other and share their information
about successful strategies. Parents express
their concerns and problem solve with one
another.
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Staff believe that the one-on-one consultation
and the parent 1 :ap group time have proven to
be the most successful ways to gain parental
support at home. Oral communication inan
informal setting eeems to provide the best
environment for helping parents learn skills
that promote student learning.

Parental skills are tapped and their ability to
organize and manage social events are encour-
aged to provide positive and well-rounded
community events for the children that
support academic instruction.

The school’s effort to communicatc with
parents is noteworthy. The parent newsletter
is written in simple sentences—with no jargon
or educational “double-gpeak.” The newsletter
could be read by a third grader and is laid out
in a user-friendly format. Important.informa-
tion is highlighted.

dommum{ PROBLEM SoLVING

Parents often find that the problems in the
wider community influence how they function
and the kinds of opportunities that they can
provide to their children. For example, the
parent rap group determined that it is often
unsafe for parents to take their children to the
local park on Saturd.ys because the park is
littered with dirty needles, broken glass and
used condoms. The parents felt they were
often held hostage in their own homes because
they could not take their children out for
healthy exercise on the weekends. A group of
mothers strategized a solution: early on
Saturday morning, two of the mothers drop
their children off with another family and head
over to the park to clean it up. They scour the
playground area for a half-hour and remove
any dangerous objects. Then the other
families in the group bring all the children to
the park to play. The mothers have an
opportunity to chat with one another and to
form the kind of connections needed to sustain
a sense of community.

Family Academy In Action

During each quarter of the year, the school
holds a festival which supports and promotes a
theme that is currently being taught. For
example, in the spring of 1995, the entire
school focused on multicultural issues. Be-
cause the community itself is multicultural,
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this event was a excellent opportunity for
parent involvement. The school council
requested that parents help organize and
orchestrate many of the activities during this
multicultural experience. Each classroom
studied one country and prepared an “experi-
ence” for the other students in the school to
attend.

For their part, parents orchestrated a theme-
related Spring Fest in the park. This day
included ethnic foods, music and dance from
other countries, including a meringue dance
group and a Capoeira demonstration (Capoeira
is a dance form with African-Brazilian roots
that combines sport, dance, traditional instru-
ments, singing and martial arts). Parents
made the arrangements for the food, served as
the seamstresses for the dancers’ costumes,
and located a storyteller for the event.

CLassrooM EXPERIENCES

A visit to Angel Gonzalez’s classrooin reveals
what a school day looks like to  first grader.
With its cubbies for each student and its class
space divided into learning stations, this room
seems much like the first grade classrooms in
more affluent neighborhouds. The environ-
ment is stimulating: art posters, lists of
common words on colorful construction paper,
and laminated pages from picture books all
embellish the room. The first-graders have

_ just completed a unit on architecture and sre

now using what they have learnead to create a
model of Old San Juan in Puerto Rico as part
of the schoolwide theme of multicultural
awareness.

Today the lesson includes a discussion of
maps. The students have a chance to look at a
floor plan of the Museum of Natural History
and a subway map of New York City. The
first graders are brimming with observations
from their own experience and with questions.
The discussion shifts to treasure maps and
pirates who marked with an “x” the iocation of
hidden treasure.

GeTNING REsurTs: DATA oN mer AcApxmy
Success

Collecting data showing that the school makes
a difference is an important iasue for the

academy, and staff have developed a variety of
ways of studying its impact. Foi example, the
school monitors the amount of homework that
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is done and handed in to the teachers in the
school. These data show a steady growth in
the amount of work that students do outside of
school. In kindergarten 36 percent of the
students turn in their homework, and in first
grade 65 percent do so. By the second grade,
83 percent of the students are completing and
submitting their homework assignments.

School records show that the academy’s
emphasis on language and literacy is taking
hold. Over 95 percent of the families check
out books from the school’s library. In fact,
with only 200 children enrolled in the school,
10,000 books were checked out over the course
of the year. This number only includes the
books that children check out themselves, not
the added books that the librarian circulates to
the classroom for teacher use. Not only are
books frequently checked out, they are also
treated with respect. According to the librar-
ian, there is less vandalism and book damage
in this school than in comparable schools in
the area.

One of the significant outcomes of increasing
parental involvement is improved commitment
to getting students to attend school regularly.
In the fall of 1994, the Family Academy had
the best attendance of any school in district
#3—an area that includes all schools in the
upper west side of Manhattan. In September, -
98 percent of the students attended, and in ’
October the attendance rate was 96 percent.
Over the course of the full school year, third
grade students averaged only 7.5 days absent.

It is unusual for a school to gather as much
data as the Family Academy has, and even
more unusual for a school to make specific
plans based on analysis of the data. For
example, the school staff have learned that the
oldest group of students in the building (cur-
rently fourth graders) have not shown the
language achievement evident in later classes.
To address this situation, the school has now
implemented a specis] program with half of
the fourth graders to ensure that they are up
to grade level in language skills. The school
anticipates that additional data wﬂlbe avail-
able in the coming months.

More information about this school’s program
is available by contacting Christina
Giammalva, Family Academy, 220 West 121st
Street, New York, New York, 10027. The
academy’s phone number is (212) 749-3558.
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ScHooL IMPROVEMENT RESEARCH SERIES

Research Findings

Engaging studentsin real-world problem
solving as they acquire the skills and knowl-
edge needed for success in work and life is as
important for middle school students as it is
for those in high school. Among the many
personal transitions middle school students
make is that they begin to think about schocl
as preparation for life. Helping students see

- the connections between school and life can be
accomplished by an interdisciplinary curricu-
lum rooted in real-world topics that are
exciting and timely. Learning can be further
enhanced through a performance orientation
that allows students to practice and be as-
sessed on important work and life skills. This
approach represents a blending of curricular
and instructional practices that research has
shown increase student engagement and
learning. According to Effective School Prac-
tices: A Research Synthesis/1995 Update
(Cotton 1995), these practiceainclude:

112 Teachers provideinstruction that
integrates traditional subjects as
appropriate.

Teachers
a. Use thematic units as the organizing

. Snapshot #38 —

Integrating Middie School Curriculum
Around Real-World Issues

Waldo Middle School
Salem, Oregon

James W. Kushman

_

c.

d

“Research You Can Use”

Engage students in projects requir-
ing knowledge and skill across
saveral traditional content areas.
Make use of other resources, includ-
ing hands-on material, in addition to
textbooks.

Ute performance assessments that
allow students to demonstrate
knowledge and skills from several
traditional subject-matter areas.

13.7 Teachersintegrate workplace
readiness skills into content-area
instruction.

Teachers

b.

Focus on developing the higher-
order skills required in the modern
workplace—problem-solving and
decision-makingskills, learning
strategies, and creativo thinking.
Assign tasks like those carried >ut
by people in real work settings.
Function as facilitators and coaches
rather than lecturers or oxder-
givers, giving older students much of
the responsibility for their own
learning.

Select workplace problems to illus-
trate how basic academic skills are

principle for instruction in agreed- applied in real-world settings.
upon areas.
. Northwest Regional Educational Laboratory (3
& },“’,Lf;l‘,‘.’, Bé:n@?";;’;f te 500 ‘ School, Community and Professional
= Telephone (503) 275-9500 Development Program |
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1.6.2 Teachersmake use of alternative
assessments as well as traditional
icats.

Teachers ,

c. Beginby using alternative assess-
ments on a smal! scale. They
recognize that the best assessments
are developed over time and with
repeated use.

2.1.3 Administrators and teachers inte-
grate the curriculum, as appropri-
ate.

Administrators

a. Explore the feasibility of integrating
traditional subject-area content
around broad themes, and identify
areas where this approach is appro-
priate.

¢. Make other resources available for
use in integrated curriculum units in
addition to textbooks.

d. Pursue curricuium integration
gradually, so that staif can make
adjustments, gain feelings of owner-
ship, and evaluate the success of
each effort. .

2.1.4 Administrators and teacl.ers pro-
vide computer technology forin-
structional support and workplace
simulation.

Administrators

c. Provide computer activities that
simulate workplace conditions and
tasks to build employability skills for
allstudents.

d  Make use of computers and word
processing software to foster the
development of writing skills.

Situation

Waldo Middle School is located in the capital
city of Salem, Oregon. The sprawling blue-
gray and red-brick building is “home” to just
over 1,000 students in grades 6-8, about one-
quarter of whom are Hispanic or members of
other minority groups. The schuol is nestled
within a residential neighborkoeod of older
homes, and the portable classrooms behind the
school reflect a growing and changing popula-
tion. One significant change is an increasing

PAGE2 s

number of poor and minority students—a
change that will accelerate as school boundary
shifts raise the percentage of students on free
and reduced lunch from about 60 percent to an
expected 75 percent.

Waldo is part of the largely urban Salem-
Keizer School District, which has been en-
gaged in the process of school and districtwide
improvement for the past decade. The district
operates from a conviction that all students
can learn successfully and has established a
set of 21st century student learning goals that
are well reflected in Waldo’s own philosophy
and goals. A dominant partof Waldo’s ap-
proach is to provide students with an educa-
tion that is tied to their lives and life skills,
including the application and use of technol-
ogy. The school boasts that over 90 percent of
its students work with technology as part of
their instructional program.

Waldo has been committed to the process of
school improvement for some time, beginning
with its implementation of the Northwest
Regional Educational Laboratory’s Onward to
Exceilence (OTE) program about eight years
ago. Through the OTE process, the school
formed a school improvement leadership team,
developed profiles of student performance, set
improvement goals based on profile data, and
used research-based practices to improve
learning for all students. While Waldo no
longer views itself as an “OTE school,” it has
internalized many of the OTE principles and
practices, including reviewing research,
profiling student performance, and making use.
of site-based leadership that involves staff and
community members.

Waldo and the entire Salem-Keizer District,
have been reviging curriculum, instruction,
and assessment in response to Oregon’s
sweeping education legislation (House Bill
3565), which calls for a restructuring of schools
to better prepare today’s children for work and
life in the 21st century. This requires re-
thinking curriculum and instruction so that
learning is organized around application of
knowledge and skills, rather than merely
accumulating credits in isolated subjects and
disci' Jines. It also necessitates more authen-
tic, performance-based assessments around
specific learning outcomes. In addition to the
push from the state, the Salem-Keizer district
established its own 21st century student
learning goals and has bean working for the
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past several years to improve alignment of
curriculum, instruction, and assessment with
these goals.

Context

The seventh grade Endargered Species project
at Waldo Middle School is a model of how
schools can develop, experiment with, and
refine a more integrated and performance-
based approach to teaching and assessment,
with technology at the center. Administrators
and teachers at Waldo have been developing
an integrated curriculum, hands-on and
technology-driven instruction, community
learning, and alternative assessments for
several years.

'The Endangered Species project is the brain-
child of a highly motivated and creative
teacher named Mike Weddle, but it is far from
a solo performance. The project has been a
true collaborative effort involving the school's
leadership team, faculty members across a
number of disciplines, and professional scien-
tists and other community members who have
provided input and participated directly in
instruction and assessment. The project was
pi'ot tested in the spring of 1994 and com-
pleted its first full year of implementation
during the 1994-95 echool year.

The project has four components, three of
which have undergone considerable develop-
ment. The three established components are:

1. Integrating the seventh grade curriculum
in life wciences, writing, computers, math,
and social studies around a contemporary,
real-world issue that engages students
(i.e.,endangered animals).

2. Applyingtechnology and pursuing other
hands-on learning experiences in ways
that relate to real probloms snd tasks
which people face in the world »f work.

3. Linking with the community to provide
rich information resources, community

learning, and a sense of realism to the
project.

The fourth component, which is still in the
experimental phase, is conducting student
performance assc sments in the areas of
applied matk and science, technology use,

SNAPSHOT #38

collaboration, and communication (speaking,
writing, and visual forms).

The Endangered Species project runs for eight
weeks and is offered twice per year to accom-
modate two groups of seventh grade students.
The eight weeks are organized into a coordi-
nated sequence of activities across a number of
discipline-based courses, primarily life sci-
ences, writing, and computers. To a lesser
extent, content is also integrated into math,
social science, and art courses. Students still
attend their regular classes during the eight
weeks, but their teachers collaborate on a
sequential curriculum that begins with stu-
dents learning about endangered species and
conducting individual research; continues with
small groups of students developing their
recovery plans and multimedia presentations .
of the plans; and culminates in formal presen-
tations to a panel of zoo experts and faculty,
who evaluate and critique the student work.

Current Practice:
The Endangered Species
Project

PuastE 1: STUDENT RESEARCH AND PAPIR

The project begins in life sciences class where
students learn about endangered species—a
topic which seems to excite many students
because of children’s natural love of animals
and because it is a timely environmental issue.
Students conduct individual research on a
particular animal, choosing from a list of 25
endangered species. In their research, they
draw from a rich set of materials and from
experts in the field. Thus, a student might
first gather information from the CD-ROM,
Encyclopedia of US Endangered Species; a
recent copy of the periodical, Wildlife Conser-
vation (a good example of a journal that is
appropriate for a seventh grade reader); and
other library resources.

As the project progresses, students intaract
with biologists and conservationists from
regional zoos and from around the country
who have ugreed to participate as expert
resources. They communicate by voice,
Internet, and in person. Cne group working
on the Florida panther, for axample, hald
conference calls with a leading conservation
biologist in Florida, who is actively involved in
saving the state’sendangered panther popula-
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tion. He provided information and advice as
the students developed their recovery plan.
Another resource is an Internet usar group of
conservation scientists called CONSLINK,
which students can connect t» via the schaol’s
computers.

An important part of the groundwork for this
project was building a rich resource base,
which was accomplished with a lot of effort by
the lead teacher and a small external founda-
tion grant. The resources include CDs on
animals, habitats, and endang:red species; .
conservation and nature journals that provide
technical information at an appropriate level
for middle-sch100} readers; and other special-
ized resources which are not typically avai‘able
in general school libraries. Many letters were
sent and personal conta.ts made with zoos,
wildlife parks, and leading individuals in the
field to develop & network cf regional and
worldwide experts for the project to utilize.
Without tlese rich resources, the course
would lack the depth and realism it has
achieved.

After conducting research, students are given
an individual writing task as part of their
English class. Asthey complete their initial
research, each student writes a report that
describes the animal, its species and family,
habitat, behavior, how it became endangered,
and current conservation efforts. They work
with members of their group to develop and
write up a recovery plan on a word processor
in computer class.

'One student’s portfolio included a well-written

piece about three single-spaced pages long
with a bibliography. The English teacher
requires students to stress concepts in their
writing rather than facts; copying defiritiors
or sentences from a book is not acceptable.
Students neec to show they understand the
definitions and concepts and write in a persua-
sive manner with an introduction that “grabs”
the reader and a strong argument for their
recovery plan at the end.

While students are researching and writing
during the early part of the project, they aic
learning about the environmental and political
iesues surrounding endungered species in
social studies. In math, the teacher explains
how probability relates to genetic variability,
which is a key concept in explaining and
preventing species extinction. Early in their
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projects, students attend a “Safari Day,” in
which locel zoo experts visit the school and
talk about animal groups and their habitatsin
a mini-fair format.

Puase. 2: DeVELOPING .. “RECOVERY PLAN"

In the second phase of the course students
work in small groups to develcp a recovery
plan for their endangered animal. Students
self-select into these groups based on the
animal of interest. This gives students choice,
animportant ingredient in engaged learning.

About two weeks before presentation day,
student groups were observed working in their
life sciences and computer classes on their
recovery plans. Life sciences class was a buzz
of activity, as students worked in groups of
taree to five individuals with a combination of
excitement and anxiety as the deadline drew
neerer. Groups we.e huddled over large
sheets of butcher paper that showed lists of
ideas or rough drawings of habitat theme
parks for their animals. The teacher roamed
from group to group asking questions about
progress and about the specifics of the plan.
She also prodded them to plan a timeline and a
division of labor to complete the work. Stu-
dents were given a worksheet list of possible
tasks so that each student could sign up for
one or more tasks. The list included compuser
tesks, such as designing a three-dimensional
image of the park or an informational bro-
chure, and non-computer tasks, such as
building a real model or drawing a poster.
Students must divide the work, and each
person is expected to make an individual
contribution to the team effort.

In the Florida panther group, students dis-
agreed over how large the habitat should be,
how much roaming range the ammal needs,

. and how * » arrange the space. One student

asked the another, “What does the research
say about roaraing range?” At that point, the
teacher came by and suggested they investi-
gate what wildlife parks do and talked sbhout
the concept of “shift cages” which zoos some-
times use. The students decided that during
their next conference call with their Florida
consultant, they would ask for some expert
advice. They were engaged in problem solv-
ing.

Students are challenged to design a recovery
plan that can take the form of a habitat theme

¥
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park (like Seaworld), a plan to preserve the
animal in its natural habitat, or developing a
captiva breeding program within an existing
zoo. A popular choice is the habitat theme
park, but it is not enough to simply design a
fantasy theme park. Cost, available land, and
cther rzal-life constraints muet be considered
in the design. In cowmputer class, for example,
students are given the unit price of concrete,
fencing material, and trees, and then use
spreadsheets to develop a construction budget.
They also need to figure out how to raise the
revenue—a challenge which the students
typically approach through a fundraising plan,
charging admission, and concession sales. Of
course, the park must also include a scientifi-
cally defensible plan for animal breeding and
recovery.

In computer class, students were using a
variety of software, inciuding word processing,
spreadsheets, Lyper-text stacks, and computer-
aided design. Many students were producing
compuver models of their theme parks using
Swivel-3D software by which one takes a quick
visual tour from different angles and perspec-
tives. Accompanying these computer drawings
were hyper-text stacks that allow quick
retrieval of information by clicking on kigh-
lighted text with the computer mouse. These
and other computer products become part of
the student presentations.

PHASE 8: PLESENTATIONS.TO THE “BOARD OF
DirECTORS”

The project culminates with a group presenta-
tion of the recovery plan to a hypothetical zoo
*board of directors.” An entire day is set anide
for presentations so that regional zoo experts
can participate. On the day of the observation,
nmembers of the Metro Washington Park Zoo
(Portland, Oregon) and the Point Defiance Zoo
and Aquarium (Tacoma, Washington) were
sitting on the board of directors along with a
well-respected scientist named Ray Erickson.
After a full career in conservation biology,
Erickson retired in Salem and is now an active
community participantin the Endangered
Species preject. Using Zoo profescionals and
scientists adds credibility and realisra to the
project and, of courss, shows studenta that
careers do indeed exist in this area.

Each student group gives a 16-niinute presen-
tation to the hypothetical board made up of the
zoo professionals and teachers. The studente
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must present and defend their plan, convincing
the board that the proposal deserves funding.
The panel asks questions and offers a critique
at the end, and 2 teacher who worked closely
with the group completes a performance
evaluation sheet. (Parents may also attend
the presentations; additionally, thereisa
practice night to which parents are invited.)

Ten presentations were observed. In a typical
presentation, students took turns talking from
prepared notes on index cards and used a
number of visual aids. They talked about the
animal, its habitat, its current status and
recovery efforts, and then gave a detailed
presentation and defense of their recovery
plan, which often took the form of a habitat
theme park. Through these presentations,
students demonstrated their ski'ls in writing,
computers, art/design, proeblem solving, and
public speaking. Many groups developed
brochures or informational pamphlets to
promote their wildlife parks, some done on
word processors with sophisticated computer
graphics and color maps, and others done
more simply by hand. Slides and video clips
were ofleri woven in to provide background
about the animal and habitat. Some groups
demonstrated computer hypercard stacks by
which a visitor to the park could “point and
click” ¢n an exhibit terminal to find informa-
tion about animals and park exhibita (as paople
do today in modern museums). Sume students
showed off their computer expertise, while
others showed what they could do with hand-
built models or drawings. Some of the displays
were very intricate and others very simple.

Students had to persuade the panel by talking
about such things as the needs of a paxticular
species and how their plan promotes animal
health and breeding. In the case of a theme
park, studente talked about how the park
would attract customers and raise revenue,
and the acquisition of land and breeding stock.
The zoo experts often asked tough quesntions,
although they also offered advice at the end of
presentations. The questions fron the panel
tested students on their kncwledge of animal
behavior and on the thoroughress with which
they had thaught through their pian. Cne zoo
expert saw his role as providing “a reality
check for students without too much reality”—
in other words, chullenging students to con-
sider the real issues, but doing so withcut
making students fesl hopeless about saving
their species.
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The Performance
Assessment

The staff at Waido are currently in the process
of developing performance assessments around
the Endangered Speacies project that focus on
five areas: 1) applying concepts of conserva-
tion hiology in the recovery plan, 2) collaborat-
ing with the group to share know)eadge and
develop the recovery plan, 3) word procescing
the research paper, 4) presenting the recovery
plan, and 5) develcping support materials
using a computer and other media. Staff
memtars ave developing rubrics for these
areas. Each student is ra‘ed individuslly.
Thus, a teacher rater must observe the group
and individual contributions throughout the
entire project to be able to make individual

. student ratings at the end. Students also
develop individual portfolios from their prod-
ucts, including their writing samples, com-
puter products, etc. This facet of the project is
still in the developmental phase, and the staff
do not yet feel that they have achieved reliable
and valid performance assessments.

Anecdotal Evidence:
Staff, Student, and Observer
Perceptions

While conducting the observations at Waldo,
some staff members and students were gsked
to shure their perceptions of the project. In
general, staff members were excited about this
project and felt that this integrated approach
would be made easier as the school moves to
block scheduling in the near future. When
asked to relate scme anecdotal evidence about
the program’s effectivenress, teschers men-
tioned several things: Students are generally
very engage+ in this class. It is a contempo-
rary topic and a vehicle for achieving a deeper
understanding of a real-life problem. Students
talk abuut their projects a lot—even in rela-
tion to things they see und hear outside of
school, such as nature shows on the Discovery
Chanzel or things they might come scross in
National Geographic.

The class also teaches responsibility: Teams
have to manage und work together on their
projects. The use of professional acientista
allows students see that real people are
working on these issues and that such jobs
require a foundation of knowledge and skills.
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One challenge is that some students and
graups will need more time than cthers, and
this means providing some fiexibility (i.e.,
finding extra time during or after school for
some groups to complute their projects).

Many of the students interviewed were also
excited by the project. They value the ap-
proach of making learning more raal and, at
the very least, they recognized this class as
something really different and more interest-
ing theu the standard curriculum. Some
students described the experieace as difficult
and stressful at times, but they also noted that
it was worth it in the end, because it provided
a sense of accomplishment and real learning.
The only complaint heard was that, in some
groups, one or two atudents in the group were
doing most of the work.

Finally, one issue that struck this observer is
the need for a grouping strategy between
student choice and creatiug heterogeneous
learning groups. Allowing students to self-
select into groups by the animals that interest
them is a good tactic for increasing student
erngagement and giving middle school students
some reasonable control cver their learning.
Yet, in the seventh grade clase observed,
students seemed to segregate themselves into
girl groups, hoy groups, and to some extent by
race (i.e., two of the groups were made up
predominantly of minority students). Judging
from the final presentations, there might have
been some unintentional separation into high-
ability and low-ability groups, since some
presentations were really outstanding, while
others reflected less effort unid lower quality
work. This observation is offered as a caveat
since the research also makes it clear that
cooperative learning and heterogeneous
groups help ensure that all students learn. A
real challenge is giving students the choice
they need to feel ownership for their projects,
while also trying to create more heteroge-
neous, mixed-ability groups 'This is a chal-
lenge which the staff at Waldo continues to
work on as the project evoives.

Continuous Improvement

While everyone at Waldo feels they Lave a
good thing going with the Endangered Species
project, it is a fledgling effort at the time of
this writing, and the teaching staff is continu-
ing to fine-tune it in order to make a good

a0
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thing even better. As mentioned above, one The project, can be expected to continue

crganizational change thatfacilitates this growing as a highly engaging and meaningful
thematic approach is block scheduling, which learning experience for middie school stu-
Waldo will be implementing in the near dents. Those desiring more information about
future. With the block scheduling, for ex- Waldo’s Endangered Species project may
ample, life sciences will extend for a full contact Mike Weddle, Waldo Middle School,
semeeter instead of eight weeks. This will 2806 Lansing Avenue NE, Salem, OR 97303-
allow more time to set the stage with a firmer 1699, (508) 399-3215.

grounding in life sciences concepts before

students embark on their intensive sight-week

endangered species projects.

A second challenge is the need for continued
upgrading of information resotces in a topic
area such as endangered species, where the
scientific knowledge and social/political dis-
course is continuously evolving. The project
will be making more use of World Wide Web
sites on the Internet to keep current on new
knowledge and changes in the field. The
number of Web sites related to endangered
species is mushrooming, and many of these
sites will be added to the information base for
student research.

Finally, teachers participating in the project
are always looking for ways to improve their
practice. One example of this is the continu-
ing effort to fully integrate valid and reliable . .
performance assessments into the project.
Anothaer offshoot is 1 community service
learning component in which students whé
complete the endangered species work volun-
teer as guides in the particjpating zoos. They
receive further training about an animal of
interest at the zoo and then act as guides for
visiting elementary students. Finally, teach-
ers continype to work collaboratively to ad-
dresses the complex challenges of an inte-
grated, thematic curriculum.

This publication is based on work aponsored wholly, or in part, by the Office of Educational Ressarch and Improvement
(OERD, U.8. Department of Educatios, under Contract Number RP91002001. The content of this publication doss not
necessarily reflect the views of OERI, the Department, or any other agene; of the U.8. Government.

Tlus publication is ia the public domnin and may be reproduced and disseminated without permission. Pleass acknowl
edge NWREL as the devekoper.
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ScHooL IMPROVEMENT RESEARCH SERIES

Research Findingﬁ

Staff of Bonneville Elementary School in
Pocatello, idaho based their plan for improving
their school's climata en research findings
presented in the first edition of Effective
Schooling Practices: A Research Synthesis
(Northwest Regional Educational Laboratory
1984).° These include

1.11 Perconal Interactions Between

Teachers and Students Are Poai-
tive

¢ Teachers make sure they let stu-
dents know they really care.

® Students are allo'wed and encouraged
" to develop a sense of responsibility
and seif-reliance.

1.12 Incentives and Rowazds for Stu-
dents are Used to Promote Excel-
lence '

e All atudents know about the rewards
and what they need to do to get

* While this document has been updated twice, in 1990
and 1995, I have preserved the wording and numbering
of the 1434 document, since Bonneville stafl used that
versioit for their planning. -

Improving Elementary School Climate

Bonneville Elementary School
Pocetello, Idaho

Kathleer Cotton

“Research You Can Use”

SNCNER Snapshot #39 —-—

them. Rewards are chosen because
they appeal to students.

* Parents are told about students’
successes and requested to help

students keep working toward
excellence.

* Awards are set at several different
levels of performance, providing &ll
students with opportunities for
success and recognition.

® Incentives andrewards are appropri-
ate to student developmental levels,
are meaningful to recipients and are
structured to build persistence of
effort and intrinsic motivation.

Situation

Together, Pocatello and nearby Chubbuck are
home to nearly 60,000 people. The 14,000
students in the Pocatello School District
attend fifteen elementary schools, five junior
high schools (including an alternative school),
and two high schocls. Bonneville Eleraentary
School has 435 students, including a Montes-
sori preschool for children three to five years
old.

Northwest Regiobal Educationel Laboratory
: 101 8.W. Main Street, Suite 500
® Portland, Oregon 97304
; Telepiione (503) 275-9500

Y.
School, Community and Professional
Development Program |

BEST COPY AVAILABLE,




Bonneville’s student population is extremely
diverse. In addition to children from the
school’s immediate, working-class neighbor-
hood, the student body also includes children
bused in from a trailer court at the edge of
town and from the affluent Sagewood Hills
neighborhood. There is a 30 percent student
mobility rate at Bonneville, due in part to the
fact that many students are the children of
temporary residents who come to Pocatello to
attend Idaho State University. Many children
come from single-parent homes.

Bonneville’s student population is 81 percent
white, 12 percent Hispanic, 2 percent African
American, and 2 percent Native American,
with the remainder being Asian or Pacific
Islander. Sixty-three percent of Bonneville’s

_ children are eligible for free or reduced lunch.

The schools staff and students call themselves
the Bonngeville Bees.

Context

INCEPTION AND IMPLEMENTATION

Marjean Waford became Bonneville’s principal
in 1986. With her extensive background in
staff development and strong belief in its
importance, Ms. Waford worked with her staff
to identify areas of need for training and set up
a staff development program.

In 1988, in response to an invitation from the
Pocatello district superintendent, Ms, Waford
attended a meeting to introduce Pocatello
administrators to NWREL’s Onward to Excel-
lence (OTE) school improvement program.
Finding OTE's approach compatible with her
convictions, Ms. Waford engaged her staffin
the steps of the OTE program, which began
with establishing a leadership team, learning
about research, and developing a school
profile.

When it became time to formulate a school-
wide goal as called for in the OTE process,
Bonneville staff focused on the disturbing
results of administering the “My Class Inven-
tory” (MCI) to students. An instrument used
to measure levels of cohesiveness, friction,
(ucademir) difficulty, (overall) satisfaction, and
competitiveness in elementary classrooms, the
MCl revealed unacceptably high levels of
friction and competitiveness.
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These findings came as no surprise to many
Bonneville staff members, who were troubled
about the negative effects of competitive
activities in the school’s program. Many
students, for example, found participation in
the schoolwide Spelling Bee and Geography
Bee extreniely stressful—so much so that
some responded by crying or throwing up.
Likewise, the annual Science Fair was struc-
tured in such a way that student winners
received ribbons and accolades and gave
presentations on their projects, while the
efforts of other participating students were
virtuallyignoied.

Another area of competition was the school's
Field Day. Structured much like the Science
Fair, Field Day activities led to ribbons and
glory for the most athletic youngsters, who
frequently added insult to injury by lording
their success over other children.

Inrecounting Bonneville’s competitive activi-
ties, staff members gpoke of the infamous
lunchroom competition of former days. Under
this system a teacher’s aide observed the
lunchroom behavior of students, revrarded
well-behaved classrooms of children with a
“whale” or other “good” animal symbols, and
gave “pigs” or other “bad” animal symbols to
classes exhibiting less desirable behavior.
Classes that had amassed the most “good”
animals were then permitted to go to lunch
first, while others followad, with the recipients
of the most pigs or other “ad” animals going
tolunch last. Staff members say that the
friction this system caused among students
was nothing compared to the friction it pro-
duced among teachers, many of whom wanted
to go first and have a longer lunch break, and
subsequently became involved in petty bicker-
ing.

Staff members assert that competition at the
classroom level also had a divisive effect on
students, with top academic and behavioral
performers consistently winning and gloating,
and other students being visibly distressed
over repeated experiences of failure.

Together, the MCI findings and staff percep-
tions led Bonneville staff to formulate the
following goal:

Student attitudes should improve

regarding the levels of friction and
competition by lowering toward the

9>
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mean over the next two years as
measured by the School Climate
Inventory Instrument.

The plan undertaken to achieve this goal
included many elements—elements intended
to enhance student self-esteem as well as
reduce friction and competition. Key changes
included the following:

Some staff studied the work of educational
consultant Alfie Kohn, aleading educa-
tional researcher and writer, on the
negative effects of competition and benefi-
cial effacts of cooperation in sciiools.
Kohn's book, No Contest: The Case
Against Competition (Houghton-Miiilin
1986) helped to shift staff’s thinking away
from competitive activities.

The schoolwide, compulsory Spelling and
Geography Bees are things of the past.
They have been replaced by lower-profile
verrions, in which participation is elective,
and the events do not take place before the
entire scnool.

The Science Fair, now called “A Celebra-
tion of Science,” no longer involves desig-
nating winners and losers. Instead, each
student who develops an exhibit receives a
participation ribbon and gives a presenta-
tion of his or her project to special guests
from outside the school, such as county
commissioners and columnists from the
local newspaper.

The school Field Day is now comprised
chiefly of noncompetitive games, many
selected from The Cooperative Sports and
Games Book: Challenge without Competi-
tion (by Terry Orlick, Pantheon Books,
1978). Such competitions as there are—
tug-o’-war, sack races, relays, etc.—are
“just for fun,” says Ms. Waford, and do not
involve awarding ribbons or prizes.

The lunchroom competition now takes an
entirely different form. For one thing,
students in grades four through six, who
tend to eat faster, now go to lunch before
the younger children, who are more likely
to dawdle, become distracted, and require
more time. Within each group (K-3 and
4-6), classes take turns going first,
sacond, and so on. The teacher’s aide
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continues to chserve behavior and award
the coveted whalas, dreaded pigs, and
animals in between; but acknowledgment
of good lunchroom behavior occuirs
chiefly at the classroom level, where
teachers might offer the incentive of a
popcorn party when the class earns ten
whales. The only interclass competitive
element is that the class awarded the
most whales earns the right to have
“Willy the Whale,” a stuffed animal, in
their classroom for a specified period of
time.

¢ Instead of pitting children against one
another, Bonneville’s academic awards
system extends “Super Top-Notch Bee”
status to all students meeting prespecified
standards. Recipients are honored with a
certificate, a picture of him/herself on a
clagsroom bulletin board, and often other
acknowledgment, such as being first in
line.

¢ Other means of acknowiedging excellence
or improvement in students’ achievement
or behavior include displays on the “Wall
of Excellence,” the provision of “Positive
Kid Tickets” when staff observe students

- behaving in positive ways, quarterly

schoolwide recognition ceremonies that
include acknowledgment of good citizen-
ship and attendance, and an array of
classroom-level recognition strategies.

¢ Teachersreceived Teacher Expectations
and Student Achievement(TESA) training
to increase their awareness of the ways
teachers’ behaviors toward students can
inspire—or deflate—their motiveZion to
learn and excel.

¢ Staffhave implemented a cross-age
tutoring program to help younger students
learn and to reduce their apprehension
around older students, as wel! as enhance
the self-esteem of older students.

SUBSEQUENT YEARS

In the years since Bonneville began its efiorts
to improve the school’s climate, staff have
gone on to establish and pursue other school-
wide goals using the OTE process. However,
in addition to their successful improvement
work in language arts and, more recently, in
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mathematics, they have maintained and
expanded their efforts to improve school
climate.

One such addition is the “BEST” (Building
Esteem in Students Today) program, whose
overall goals include improved school climate,
development of student character strengths,
and enhanced student self-esteem. Among the
unit themes in the BEST program are cour-
tesy, responsibility, caring and sharing, goal
setting, honesty, feelings, health and preven-
tion, and esteem.

The mutual caring theme is further reinforced
through the “Kids Care” program. Ms. Waford
remarks, “We have some ‘tough’ liids here—
kids we need to work with continuously in
areas related to caring. The Kids Care pro-
gram is helpful in teaching and reinforcing
caringbehavior.”

In a “Shoot for Grades® program involving the
local Kiwanis Club and athletes from Idaho
State University, students meeting certain
academic standards have their names entered
in a drawing, with winners receiving prizes
such as going out for pizza or attending an ISU
basketball game. ISU students also work with
Bonneville students in a mentoring program
that, depending on the wishes of the classroom
teacher, might include homework help,
tutoring, or helping children develop social
skills.

THE PRESENT AND FUTURE

Since recent MCI survey results show an
unacceptably low level of cohesiveness among
Bonneville's students, the school’s current
work in building a positive school climate
focuses on this area. Ms. Waford spoke of
several new and planned activities aimed at
increasing cohesiveness. One of these is to
implement activities from Developing Capable
People by Jane Nelsen, Lynn Lott, and H.
Stephen Glenn (prima publishing, 1993), which
ar: desigined to teach children how to deal
povitively with conflicts and other interper-
sonal problems. Several Bonneville teachers
attended an inservice activity presented by
Stephen Glenn in the fall of 1995 and shared
their learning with other staff. '

Efforts are also underway to establish and
make use of a school Impact Team, which can
help to identify and make appropriate commu-
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nity resource referrals for children from
drug- or alcohol-affected homes or other
dysfunctional environments. The school
counselor and cne of Bonneville's teachers
participated recently in an Impact program
training and are working to engage staff

interest in implementing the Impact Team
concept.

Other activities focus on increasing the use of
democratic processes in classrooms and
helping teachers to increase their repertoire of
nonpunitive methods for dealing with children.
“It’s difficult,” muses Ms. Waford, “to move out
of a punitive mode. Implementation of school
activities requires modeling from teachers—
increasing democratic processes. We are
working hard to get teachers to see that their
approach to dealing with problems teaches an
approach to dealing with problems.” -

“Only so much can be accomplished through
the use of rewards,” she continues. “Especially
with older students, we need to work harder
on building the values of sharing and coopera-
tion at both the classroom and school levels.”
Since, as Ms. Waford notes, “these values
cannot be successfully taught by people whodo
not model them,” the schocl counselor and
others are developing activities to increase
staff commitment to key features of
Bonneville's code of ethics: listening atten-
tively to children and each other, treating
students with respect, working to enhance the
physical and psychological well-being of
students, and being open to student input into
schooland cla’ ‘oom operations. Additional
training in classroom management will be
offered, and a TESA review is also planned to
keep teachers focused on communicating high
expectations to their students.

Practice: In the Classroom
GrapE 1: Ms. KELLy

A visit to Ms. Kelly's first grade class revealed
teacher and ci. ‘dren holding a class meeting

and reviewing the agreements they had made
as a class:
I will love myself and others.
I will work quietly so I can learn.
1 will be nice, kind, and friendly so we can
have fun.
I will obey all adults.
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When mistakes are made, I will forgive
or apologize.
I will do what works best.

This review included several key concepts
for learning and reinforcement. Ms. Kelly
emphasized that everyone makes mistakes
sometimes, including herself and other
adults. Much of the discussion focused on
the importance of keeping agreements, At
Mas. Kelly’s prompting, students told per-
sonal stories of times when others broke
their agreements and hew this made the
children feel, as well as times when they
broke an agreement with someone else. She
then discussed with the class what a “vision”
is and engaged them in developing a vision
around the concept, “How will our school be
if everyorie keeps their agreements?”

Based on a classwide decision made at the
beginning of the school year, “Bee Buttons”
were given out to those children who had kept
certain prespecified agreements. “This is my
way of thanking you for keeping your prom-
isas,” said Ms. Kelly.

Grabe 4: Mrs. Croozs

ABEST program activity was underway in Ms.
Crooks’ class—one that invelved a discussion
of symbolism as it applies to the state of Idaho
and to Bonneville school. A question-and-
answer session established that a symbol
represents/stands for/means something else
and is often used to express pride in whatever
the symbol represants. Children identified the
state flower, seal, bird, tree, gem, and so on,
proceeding on to identifying ~ymbols of their
school—its song, colors, flag, motto, and
mascot. :

Next, Ms. Crooks engaged the children in
folding large sheets of paper so as to make a
“magic bock,” each page of which would be
dedicated to one of the Bonneville symbols.
Like published books, these books were to be
laid out with a cover picture, title, author’s
name, and page numbers. As this activity
proceeded, Ms. Crooks circulated around the
room, praising children’s work and offering
help as needed.
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Teacher Interviews

Two teachers—Virginia Kelly and Pauline
Lyons—both of whom have worked at
Bonneville since before the school climate
improvement goal was established in 1988,
shared their perceptions of the effort and its
effects upon students. .

According to Ms. Kelly, a former OTE leader-
ship team member, “it takes a whole school to
change a climate. When teachers compete
with one another, it teaches kids to be com-
petitive.” For this reason, Ms. Kelly has
removed her name from “Teacher of the
Year” competition, believing that it encour-
ages an inappropriate focus. “I don’t have to
do the best; I have to be my best, and that’s
the outlook I take into my classroom.” She
also reports having her students develop and
say personal affirmations in the form of a
“self-pledge” that focuses on doing one’s best.

Ms. Kelly teaches her students that “the
‘winner’ [in an academic activity or game] is
the person who learns something new.” She
emphasizes that learning is not to be regarded
as a race or other kind of contest. “I don’t ask
my students if they’re finished with an activ-
ity; I ask them if they’re working hard and
learning something they didn’t know before.
On their papers, I correct wrong answers
without marking them ‘wrong’.”

Asked what changes she's obsarved as a result
of Bonneville efforts to improve school climate,
Mbs. Kelly asserts that the amount of physical
conflict among students has decreased. Like

“others on the staff, she has obswrved a marked

decline in student stress since the previously
high-profile competitive activities have either
become low key or been eliminated. The
school’s cross-age tutoring program has, in her
view, improved relations between older and
younger students. Finally, she notes that
whereas posters, student products, and other
jtems on display often disappeared from the
walls or were destroyed in times past, such
things now occur much less frequently.

As she was leaving to rejoin her class, Ms.
Kelly shared a final thought: “The more we as
teachers grow in our self-esteem and appropri-
ate use of power, the more we can enhance
learning and sccial experiences for our chil-
dren and the school as & whole.”

FAGES




A

For her part, Ms. Lyons noted a dramatic
reduction in the level of conflict on the play-
ground as a result of Bonneville’s efforts to
improve its climate. She credits work done at
the classroom level to build students’ self-
esteem for much of this change. “You don’t
need to fight and compete with one another to
feel good about yourself. You need to be the
best you can be.”

As an example of the harmful effects of compe-
tition, Ms. Lyons said that the intense Science
Fair competition of former years actually
reduced student participation. “It was so
stressful for them,” she said, “and the parents
sometimes did the projects themselves so that
their children would win. The kids seem to
enjoy it a lot more the way it is now.”

Remembering the effect the original MCI
findings had on the staff, Ms. Lyons said, “It
basically made us more aware. Idon’t think
we realized how much the competition was
affecting the children and their parents. I just
hope that we are helping them build strong
enough self-esteem to deal with the competi-
tion that they will face when they go on to
junior high school.”

“My Class Inventory” Data

Because of changes in the instruments used to
measure classroom climate, it is not possible
to make striet year-by-year comparisons of
findings. In genrral, however, the data show
positive effects on children in first through
third grade, particularly on measures of
cohesiveness, satisfaction, and difficulty of
academic work. Outcomes for fourth through
sixth graders, however, are mixed. While
overall satisfaction ratings remain high for

these students and some increases in cohesive-

ness w2re noted, friction and competition
scores, in particular, remain unacceptably

high.

Ms. Waford speculates that, because these
older students are often involved in sports and
other competitive activities outside of school,
they introduce a competitive mood into the
school environment. In addition, she notes
that the nature of the student population has
changed in the years since the climate im-
provement program began, with a considerable
increase in children from low-income and
single-parent homes and an increase in
student mobility.

Neither Ms. Waford nor her staff, however,
see these factors as reasons to relax their
efforts to improve Bonneville's climate.
Indeed, additional elements are being intro-
duced to raise student self-regard and enhance
cohesiveness—elements supported by research
on building cooperative school cultures. Inthe
meantime, both student data and staff percep-
tions indicate real progress in several areas
and, as Ms. Waford observes, “it's so nice not
to have to worry about winnring all the time.”

More information about Bonneville’s program
is available from Marjean Waford, Principal,
Benneville Elementary School, 320 North
Eighth Avenue, Pocatello, Idaho 83201, (208)
232-2872.

This publication is based on work sponsored wholly, or in part, by the Office of Educational Research and Improvement
(OERD), U.S. Department of Education, under Contract Number RP91002001. The content of this publication does not
necessarily reflect the viaws of OERI, the Department, or any other agency of the U.S. Government.

This publication is in the public domain and may be reproduced and disseminated without permission. Please acknowl-

edge NWREL as the developer.
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i. Check student progressfrequen..,
relying on explicit performance data.
They make results public, and work
with staff to set standards, use them
as points of comparison, and address
discrepancies.

2.3.3 Administrators and Other Leaders
Continually Strive to Improve
Instructional Effectiveness.

Administrators and other leaders:

a. Expectthateducational programs
will be changed so that they work
better; they are never complacent
about student achievement.

d. Review programs and practices
shown to be effective in other school
settings for their potential in helping
to meet school needs.

g Secure and encumber resources to
support improvement activities,
acquire resources from many
sources including the community,
and make resource allocations based
on instructional priorities.

25.1 Administrators and Teachers Pro-
vide Programs and Support to Help
High-Needs Students Achieve School
Success.

252 Administrators and Teachers Work
to Achieve Equity in Learning
Opportunities and Outcomes.

2.7.3 School Leadersand Staff Collabo-
rate with Community Agencies to
Support Families with Urgent
Health and/or Social Service Needs.

28.1 Administrators and Teachers In-
volve Parents and Community
Members in Supporting the Instruc-
tional Program and (2.8.2) in School
Governance.

Situation

Part of the 48,000-student Seattl> Public
Schools, Thurgood Marshall Elerientary
School is located in the inner city and serves
approximately 300 students in yrades K-6. A
very diverse school, Marshall’s popnlation ir,
over 75 percent “minority,” and 68 percent
African American. Twenty percent of
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Marshall'sstudentsarelimited-English
proficient, and about 17 percent qualify for
special education services. There is a 52
percent annual mobility rate. Half of
Marshall's students qualify for free or reduced
lunch, and 62 percent live in arrangements
other than two-parent families. By design,
Marshall imposes no suspensions or expul-
sions.

Context
A New NEIGRBORHOOD SCHOOL

In response to community preference, Seattle
Public Schools, like many other districts, is
moving away from an era of intensive busing
of students to achieve racial integration, and
toward a return to neighborhood schools. So it
was that Thurgood Marshall Elementary
School was created? in 1990 to serve students
in its inner-city neighborhoed, who for many
years had been bused to schools in Seattle’s
north end. )

Newly hired as the school’s principal, Ed
Jefferson, an African American and onetime
student at the old Colman Elementary school,
brought considerable personal insight into the
needs of the community. In addition, he
familiarized himself with the research on
schools that successfully serve inner-city
school populations, with their particular
configuration of needs. He instituted a hiring
procedure aimed at securing the kind of staff
described in the research: he wanted teach-
ers with at least five years of teaching
experience and an interest in working with
students like those who would be attending
Marshall. His six-page, in-depth list of
interview questions were posed to candidates
by a committee reflecting the Marshall
community—Jefferson himself, a teacher’s
union representative, two community mem-
bers, and a representative from the private
sector.

TrE CoMER RESTRUCTURING MODEL

In addition to influencing his staffing proce-
dure, Mr. Jefferson’s study of the research on

2 Actually, the school was recreated: A previous Colman

Elementary School—in the same neighborhood but on a

giﬂ“emnt site—had been closed down some ten years
fore.
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effective schooling also made him aware of
the Comer Restructuring Model developed
by Dr. James P. Comer and his staff at the
Yale University Child Study Center. He was
immediately drawn to this approach because of
its emphasis on involving parents—especially
parents of color—and its aim of creating a
caring community in which children can learn
successfully. In 1991, Mr. Jefferson was
introduced to Dr. Comer himself, and shortly
thereafter began working with local Comer
facilitator Eileen Maret to implement the
model at Marshall.

A systems approach to school management,
the Comer model involves all those associated
with the school in establishing and maintain-
ing a community in support of all of the
school's children. The combined strengths of
the school's adults—staff, parents, and agency
representatives—are utilized through collabo-
rative decision making to develop policies,
procedures, and programs that improve both
the academic performance and social climate
of the school.

A key feature of the Comer program at
Marshall is the School Planning and Manage-
ment Team (SPMT), which guides program -
operations via the basic Comer principles of no
fault /blame, consensus decision making, and
collaboration. The SPMT includes the princi-
pal, counselor, nurse, speech therapist, a
paraprofessional representative, atiu iha
chairpersons of the five SPMT subcommit-
tees, as well as three parents—a PTA zepre-
sentative, a non-PTA parent, and a 1ember
of the business community. SPMT meetings
are held in the evening to accommodate
members’ schedules.

The SPMT led the effort, to develop mission
and vision statements, a strategic plan that
includes both social and academic goals, an
adult development plan, and a comprehensive
assessment and evaluation plan for all pro-
gram components. All staffand many parents
join at least one of the subcommittees of the
SPMT, which focus on topics such as curricu-
lum and instruction, professional development,
school climate, safety, training parent helpers,
student and staff recognition, and public
relations. Each subcommittee is responsible
for implementing and monitoring portions of
Marshall’s strategic plan. Core SPMT mem-
bers conduct teacher interviews three times
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each year, during which the strengths,
accomplishments, and needs of every
Marshall student are discussed and indi-
vidual plans are established as neaded.

As called for in the Comer model, Marshall
makes use of a Mental Health Team that
focuses on prevention of and interventions into
mental health issues. A half-time school
counselor and the services of a school psy-
chologist one day a week are key components
of this team. The ieam monitors schoolwide
discipline and safety practices, and is respon-
sible for adherence to research-supported
practices in the areas of mental health and
child development. '

The Parent Leadership Team addresses the
needs of parents, encourages parent involve-
ment, coordinates agency involvement, and
provides adult education. A Parent Room -
houses a food and clothing bank to help meet
families’ basic needs, as well as serving adults
in need of a high school diploma, parenting
skills, life skills, or general computer-based
skills. Though not required by the Comer
model, a key feature of Marshall's parent
involvement is the written warranty Mr.
Jefferson gives to the family of each student,
promising that, if parents provide love and
educational support, their youngsters will
perform at or above grade-level standards.
The warranty also specifies what actions will
be taken at each grade level to support any
student who needs extra help to move up to
grade level.

Staff development that is congruent with
principles of child development and supports
school and district goals is an inherent feature
of the Comer model. Marshall staff and their
many community partners learn collabora-
tively to increase their ability to serve
students well.

The Marshall PTA is involved in all major
school decisions, and Mr. Jefferson and his
staff conduct vigorous outreach activities to
engage parent participation and support. An
annual, half-day parent workshop familiar-
izes parents with the many ways in which
they can support their children’s school
performance.
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Practices

The product of a collaborative effort,
Marshall’s mission statement is,

We, the Marshall staff, in partnership
with families and the community,
teach, nurture, and learn from chil-
dren and each other. We believe that
all children can learn. Working
together, we can make a difference in
the lives we touch.

Expressions of the belief that all children can
learn and learn well are everywhere observ-
able across Marshall's program. The Marshall
Curriculum Guide specifies activitiesand
resources designed to achieve district and

- school goals for students, including individual

empowerment and responsibility for learning,
individual self-worth, the ability to work
cooperatively, understanding and skillin
language arts and mathematics, word process-
ing and desktop publishing skills, problem-
solving and other higher-order thinking skills.
With the Comer model providing the overall
structure, Marshall’s staff and community
carry out a variety of other programs and
votivities to assure that these goals are met.

These are detailed in the following paragraphs.

Basic NEeDs

Recognizing that basic needs must be met
before teaching and learning can proceed
successfully, Mr. Jefferson meets weekly
with teachers and guidance counselors to
discuss the needs of Marshall’s students and
determine appropriate educational, health,
and/or social services. Family support and
community service workers, who are funded
by United Way, the City of Seattle, and the
Washington Health Department, both
provide services and make referrals to
outside agencies as appropriate.

ScrooL CLIMATE

Given the powerful influence of school social
climate on academic performance, Marshall
has established Caring Teams—long-term,
family-like groups of eight or so participants
that involve every Marshall adult and student.
Trust and mutual support are established in
thesa groups over time. Counseling services,
peer mediation, positive discipline, and
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violence pravention activities also contribute
to a safe and supportive school climate. A
recently implemented policy of mandatory
school uniforms fosters ésprit de corps, as
well as drawing attention away from socio-
economic differences among students.

CoMMUNITY RELATIONSHIPS
In addition to the many activities provided by

and to Marshall parents, the school alsohas a
number of business partners and partnerships

. with other educational agencies, as well as an

Intergenerational Project which involves
community people 50 years-of age and older in
interacting with Marshall students. Marshall
has on-going collaborative relationships with
Antioch University-Seattle, Seattle Mental
Health Institute, Atiantic Street Center,
Union Gospel Mission Youth Activity €enter,
Easy Madison YMCA, and the Legionnaire’s
Club.

EQurty PROVISIONS

Marshallis involved in Washington State
MESA (Mathematics, Engineering, Science
Achievement), a statewide program estab-
lished to address the needs of groups who are
underrepresented in these fields. Itisa
partnership involving higher education, school
districts, business and industry, government,
and community organizations to provide
African American, Hispanic American, Ameri-
can Indian, and female students with services
toincrease their interest, participation, and
contribution to math, science, and engineer-
ing.

In addition, Marshall's Bilingual Orientation
Center serves students who are new to the
country. Many participants in this center
are children from relocation centers, who
have never attended schnol because of
military conflict and disruption in their home
countries. Staff work with these students to
prepare them with the communication and
social skills to succeed in school.

MONITORING STUDENT PROGRESS

The Marshall Composite, the school’s profile of
academic achievement, is compiled each school
year and shows individual student achieve-
ment in reading, math, and language arts.

‘Standardized and locally developed assess-
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ment instruments are used to track student
academic growth, and planning time is set
aside for staff to collaboratively analyze the
data and make appropriate instructional
changes.

Three times each year, core members of the
Support Team screen all students in the school
via teacher interviews. Academic, behav-
ioral, health, and social services needs are
identified, with school-level plans and commu-
nity agency referrals arranged.

OTHER PROGRAMS

Marshall is an Early Childhood Model site,
which requires matching the instruction to
each student’s best learning rate and style.
Gifted, special education, and Chapter 1
programs are provided to qualifying students,
and Marshall is a magnet school in the area of
science and computers. In addition, instruc-
tion in music, physical education, student
council, environmental education, after-school
tutoring, and other services are provided.

Marshall’s Children and
Parents

BILINGUAL ORIENTATION CENTER

A visit to the Bilingual Orientation Center
revealed lessons in progress for students
from Ethiopia, Laos, Bosnia, and several
South American countries. Sitting on a rug

.in a corner of the classroom, students
followed along in their books as the teacher
read simple sentences. The alphabet and the
numbers from 1 to 10 were prominently
displayed on the work tables, each of which
seats four students.

Originally established to serve each student
for one semester, in reality the Bilingual
Orientation center often supports children
throughout their first year at Marshall—which
is often their first year in any school. It is
Marshall’s practice to integrate ESL children
into all school activities to build language and
socialization skills and to avoid an “us-and-
them” mentality.

GRADES2-3
In a ciass serving regular and gifted program

students in second and third grade, the
SNAPSHOT #40
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children were engaged in composing short
poems based on a rhyme scheme the teacher
had given them:

Spike® in the cage,

Spike in the cage,

Take him out, take him out,
Spike in the cage.

The exercise involved children working with a
partner to compose a verse about something in
their classroom and share it with the rest of
the class. The teacher carefully explained the
instructions and, after several pairs of stu-

.dents had presented their verses, she began

asking the class open-ended questions, for
example, “What do you see about the patterns
in these poems?”

One student pair shared a verse based on the
phrases “Heart in your body” and “Love and
share.” The teacher used this as an opportu-
nity to reinforce Marshall’s themes of sharing
and mutual respect.

GRADE S

In a third grade class, the teacher, Mr. Chow,
remarked that he had 26 children in his class
at this early point in the school year and hoped
the class would not become larger. After

* - discussing a story titled, “Mixed Up Mystery

Smell,” the students put away their materials
in preparation for lunch. Mr. Chow reiterated
instructions for proceeding down the hall inan
orderly manner

. PARENT APPRAISALS

Parents’ support of Marshall’s programs and
staff was evident in a late afternoon discussion
with a parents’ group. Highlights from this
informal gathering included the followmg
parent comments:

e Froma Hispanic female parent: “You
should have seen the school my son was in
before we came to Marshall‘. Before
deciding on Marshall, I did quite a bit of
research and checked everybody out. It
was hard getting my son enrolled, but Mr.
Jefferson helped every step of the way.

3 “Spike" is the class’s pet guinea p:
¢ T have taken the liberty of mbmtutm.g *Marshall” for
“Colman” in these quotations.
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Pm impressed about the dedication to all National Recognition
children that you see here.” '

la d I3 .
¢ From a white male parent: “The staff here 'fg;;e th :OE kt::are l}n::mzt’l“l.zmtl; ;‘:E,zﬂ
pas a passion forl w] hat thgy do. Marshall Best Elementary Schools.” Marshall is one of
;sa?esx?::ﬁ:lzlfgvayst:lto: mu en nnI:{ernt where 60 schools cited for “overall excellence” in
O 99 i f eight
Jefferson and the other people here... 1995, and Edward Jefferson is one of eigh

i . principles profiled. “[H]e always keeps his
they’.re comrgltted to the parent-school office door open,” says the article, “for students
relationship. who need a pep talk.”

¢ From an African-American female parent:
“My son had a reading problem, and so the
staff gathered around and mobilized to

In addition, Marshall is one of 8ix schools
chosen as Demonstration Schools by the
National Alliance of Black School Educators
support him. The teachers have an open- in 199 2 ot PR
door policy here....Last y ear’s paren ting (NABSE) in 1995. Launched to identify high

o performing schools with large percentages of
workshop was excellent. African-American andlow-SES students, the

NABSE Demonstration Schools project called
for nominations early in 1995. During a
review process conducted by an on-site NABSE
review team in the fall, Marshall met or
exceeded all nine project standards.® Marshall
representatives were honored at NABSE's
national conference in Dallas, Texas in No-
vember 1995, and will receive support and
technical assistance from NABSE in agreed-
upon areas.

Each of these speakers gave high praise to Mr.
Jefferson in particular, citing his tireless
dedication and the support they and their
children had received with academic and other
issues.

Seventy-eight parents returned a school
climate survey sent out by Marshall staffin
1995. Comprised of 20 positive statements
(e.g., “I feel that the staff cares about my child/ ‘
children,” “My child’s school is a safe and For more information about Thurgood

orderly place”), the survey asked parents to Marshall Elementary School, contact Edward
respond to each statement on a four-point 0. Jefferson, 2401 South Irving Street, Seattle,
scale indicating whether they strongly agree, Washington 98144, (206)281-6603.

agree, disagree, or strongly disagree. Mean ’

responses fell between agree and strongly

agree for all but one of the statements, and

that one had to do with the extent of the

responding parent’s involvement in school

decision making.

% Project standards are in the areas of effective lcader-
ship, collaboratively developed mission statement, high
expectations for students and staff, cultural excellence,
relevant and effective criteria, student progress
monitoring and reporting, safe and positive school
climate, active parent and community participation, and
civic responsibility and participation.
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